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Abstract 
The research set out to develop a coherent methodological approach in evaluating the 
reliability and validity of a placement test. It was based on the placement test at the 
International Islamic University, Malaysia (IIUM). Different methodological 
approaches were employed in order to gather the validity and reliability evidence 
pertinent to a placement test context. The issues addressed were: 
I. The reliability of the items in a dichotomously scored test. 
2. The criterion validity. 
3. The content validity. 
4. The validity of the cut-off scores used. 
5. The validity of the parallel forms of the tests. 
6. The predictive validity of the placement test. 
The highlights of the research were to investigate the usefulness of three main 
approaches: the Rasch analysis in reliability study, the CLA model in content 
validation and the survey data for criterion evidence. 
The Rasch analysis was found to be useful to complement the classical analysis in 
investigating the utility of the items in a dichotomously scored test. More 
importantly, in a high stakes test, the Rasch analysis allows for investigations of the 
probability of misclassifications based on reporting ability in raw scores. 
The CLA model was found to be useful to describe the kinds of language abilities 
among the easy or difficult items (as identified from the item analyses). However, the 
model was found to be inadequate as a theoretical domain of specification to describe 
the kinds of tasks in the reading test analysed. 
Even though the self-assessment survey data was limited in its effectiveness for 
concurrent evidence, the survey data in the predictive validity study was found to 
contribute useful information on how non-cognitive language factors affect academic 
success over a one-year study. This may suggest the necessity for future research to 
consider non-cognitive language factors in the study of the predictive utility of a 
placement test. 
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Chapter 1: Overview of Study 
1.0 Introduction 
This introductory chapter provides a background and purpose of this research. The 
chapter focuses on four main topics. The first section in this chapter will discuss three 
areas of background related to the context of where the research took place. Sincc the 
data for this research was gathered from a Malaysian university, it is necessary to 
provide the background of language and education in Malaysia in the first sub-section. 
This is followed by the sub-section on the background of placement testing in 
Malaysia. Lastly, the placement structure from which the data was gathered for this 
research is discussed. 
The second section focuses on the aim of this research. Since this research involved 
several studies, it entailed different methodological approaches. The main objectives 
of the different approaches are summarised in this section. The third section relates 
the significance and scope of the study. The last section concludes the overview of 
this research and summarises the organisation of the thesis. 
This research is concerned with the methodology of checking validity and reliability 
of a placement test. Placement testing is a widely used form of language evaluation 
administered in many higher educational institutions. Its purpose is to measure the 
language ability of a large body of students in order to group them into homogeneous 
groups for instruction. In many institutional settings, placement tests arc also used to 
place students in appropriate language support programmes that takes place either 
before the students embark on their academic courses, or concurrently. They are 
widely used at the college and university level where there is a need to assign students 
to language classes of varying levels of difficulty to cater for the students' needs 
(Chandavimol, 1989). In many of the institutions, the placement test is constructed by 
the University or college itself. 
I 
Despite the availability of standardised proficiency tests such as TOEFL and IELTS, 
many higher educational institutions world-wide have relied on their own tailor made 
tests for the purpose of placing students in the appropriate level of language abilities. 
These institutions include the University of Surrey, UK (Fulclicr, 1997a), the 
University of Lancaster, UK (Wall et al., 1994), and the International Islamic 
University of Malaysia. One reason for doing so is because tailor made placement test 
may better reflect the objective of the university and the related syllabus in the 
language progranmies. Even though no one placement test is easily transferable from 
one setting to another, one common concern among any placement test practitioner is 
the validation of his or her tests. As such, an evaluation procedure that is flexible and 
can be used in any setting or context is highly called for. This study aims at 
developing such a methodology. The data for the study is from the international 
Islamic University in Malaysia. Thus, before proceeding into the study per sc, the 
background related to the context of the University will be discussed in the next 
section of this chapter. 
1.1 Background of study 
The background of this research covers three related areas. These are areas that build 
the background of where the data for the studies were collected. The first discussion 
will focus on language and education in Malaysia. The second area will relate to 
placement testing in Malaysia. The third sub-section will discuss the background of 
the placement test where the data was collected for the studies. 
1.1.1 Background of language and education in Malaysia 
Malaysia is a multiracial country where Malay, English, Chinese and Tamil are the 
major languages spoken by the different ethnic groups in the country. I Iowcver, due 
to the British colonisation, the English language remained as the official language in 
the country until after independence in 1957. The English language was given a new 
role after the formulation of the National Education Policy and the announcement of 
Malay language as the official language of the country in 1961. 
2 
The English language continued to be the main medium of instruction in schools and 
higher institutions until in the 1970's when the conversion from English to the 
national language progressed in stages. The medium of instruction in the elementary 
schools changed to the Malay language in the 1970, in the secondary schools by 1980 
and in institutes of higher learning by 1985. As a result of this, there was an increase 
in the number of school leavers who were more proficient in the national language 
(Malay Language) and less proficient in the English language. 
On the other hand, the reliance on the English language has not changed greatly in 
higher institutions. The country has even acknowledged the importance of 
maintaining the standard of English language amongst the people in the country. This 
is reflected in the Third Malaysian plan, where it was stated that `while the 
government will implement vigorously the teaching of Bahasa Afeluwr (i11ulu1' 
Language), measures will be taken to ensure that English is taught as a strong second 
language. This is important if Malaysia is to keep abreast of scientific and 
technological developments in the tvo"I(l amid participate mcanin mill), in international 
trade and commerce' (Third Malaysian Plan 1976-1980,1976: 397). Recognition of 
the importance of the English language has also forced the government to allow 
English as the alternative medium of instruction in all higher institutions in the 
country when and where it is necessary (Quah, 1997). Consequently, the provision 
gives allowance to science subjects, especially engineering and medicine, to be 
conducted in English (The News Straits Times, 29 Dec. 1993: 3). A decision was 
further taken in 1994 to the Education Act in order to include Englishas the other 
medium of instruction in universities besides Malay (Bambang, 1994 cited in Quail, 
1997: 25). 
Even after years of the formulation of the national language policy, the English 
language has also continued in use today in various domains, namely in the business, 
banking and medical sectors (Omar, 1994 and Hassan, 1989a: 119). For example, 
English still plays an important role in recruitment and promotions in the business and 
professional domains. At the same time, a good command of English is still a 
necessity in the legal and judiciary services (Omar, 1994). Omar noted that this 
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might explain the stipulation of law courses for a higher level of proficiency in 
English in the local universities. 
Although English has ceased to be the medium of instruction at all levels of education 
in the country, it is still retained as one of the core subjects taught in schools. The 
allocation of time for English language subjects in schools ranges from 3 to 4 hours a 
week in primary education to 4-6 hours in the secondary schools (Marzuki, et at., 
1995). With the change of status to that of a second language, the scope of the 
English language syllabus in schools has narrowed down to structures and functions 
required in a second language situation, and the context is Malaysian based. The 
communicative approach has been adopted and further developed in terms of 
methodology of teaching (Abu Saurah, 1994). 
According to Abu Samah (1994), the biggest problem faced by English teachers in 
schools is motivation. This is due to the restricted usage and lack of importance in the 
daily lives of the students. Since all the other subjects in school are taught in the 
national language, and emphasis is placed on the use of the Malay language in order to 
unite the multi-racial students, students do not see the importance of mastering the 
English language. In schools and outside schools, they communicate with each other 
in either their first language or the national language. At the same time, even though 
television channels offer many English shows, many have subtitles in the national 
language. 
There have been concerns about the decreasing standard of English amongst the 
students who enter the higher institutions in the country. Omar (1979) described this 
situation as tragic especially when these students have had thirteen years of English 
Language learning in schools; six years in the primary school and 5 years in the 
secondary school. The concern over the declining standard of English proficiency 
amongst the students is due to the fact that there have been several problems in relying 
on the national language in the higher institutions. 'I'hc general problems in 
implementing fully the use of Malay language at the tertiary level are the problems 
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with the fluency in Malay amongst the students and teaching staff, the textbooks and 
references, and lastly problems concerning ternninology (Hassan, 19,81: 190). 
Consequently, the use of English still prevails today in the higher institutions. Many 
lectures in the government universities arc still conducted in English, while written 
materials and assignments arc also in English. Most importantly, most references and 
texts that are used at this level are still mainly found in English. 
As such, this has led to the need to provide students with the necessary linguistic skills 
in English in order to help them in their academic courses. As it is now, all of the 
government higher institutions have been providing English language support courses 
to their students, whether compulsory or optional. The significance of all this is the 
importance of placement testing at the higher educational institutions. Even though 
the structure of placing students in the language support courses differs from one 
institution to the other, generally results from an English language test have been 
used. The next sub-section will discuss the significance of placement testing in 
Malaysian higher institutions' context. 
1.1.2 Placement testing in Malaysia 
Despite the fact that Bahasa Malaysia is the sole official language, and the medium of 
instructions in the Malaysian schools, the continuing importance of English at the 
tertiary level remains due to the reasons given in the above discussion. As a result, 
even though the higher institutions use the national language as the medium of 
instruction, the English language is still prevalent for both students and the teaching 
staff. In addition, private institutions that mushroomed during the late 1980's have 
the choice of using English and/or Malay, and many have used English for 
international recognition. 
In all the institutions, as mentioned earlier, English language support classes are 
provided to the students to ensure that they are equipped with the sufficient linguistic 
skills for their academic courses. Placement testing is commonly implemented in 
both the government and private higher learning institutions in Malaysia as a mctltod 
to identify students' needs and to exempt or place them in the appropriate language 
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support classes. In most cases, the universities start their placement procedure by 
implementing a tailor made placement test, but sonic of tic univcrsilics have 
abandoned their tailor made placement system due to a number of problems. Among 
the common problems seen in at least two of the government universities are the 
administrative constraints and the effectiveness of the placement system itself. 
The first problem faced by the university in the implementation of their placement test 
is administrative. Since placement tests are given to all incoming students, they have 
to be conducted at the beginning of each academic year. The periods between 
conducting the placement test and issuing the results arc usually very short in order 
not to disrupt registration and enrolment in other academic courses. This leaves little 
time to complete the tasks of grading the test. At the same time, with a massive intake 
each year, there is always the problem of insufficient human resources to complete the 
tasks of grading, double marking and computing the results. 
At least two of the universities have also experienced placement systems that failed 
because of credit system. This happened when English language support classes' 
results were included in the overall grades of the students. When language support 
classes were credited as one of the requirement courses, the results had to be included 
in the grade point average of each student. In the years that the tailor made placement 
tests were implemented, the University of Science, Malaysia (USM) and National 
University of Malaysia (UKM) experienced students who purposely did poorly in their 
placement test in order to be put in the lower level language proficiency classes. ' This 
was done so that they could attain good grades in language courses and thus, were 
assured of improving and increasing their overall grade in their course of study. 
It took the university authorities a number of years before they realised the common 
practice of failing or doing badly in the language placement test among the students. 
In 1989, an initiative was taken by some lecturers at the National University of 
Malaysia (UKM) to identify if the tailor made placement tests were comparable with 
any other language test results. The UKM conducted a study and found high 
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correlations between other external measures with their tailor made placement test 
(Wong et at., 1990). The external measures included the students' English language 
proficiency results in high school (Sijil Pclajaran Malaysia or SPM) and college 
preparatory schools (Sijil Tinggi Pclajaran Malaysia or STPM). After the study, the 
placement test in the university was abandoned, but other language test results were 
relied on such as the SPM and STPM. The USM, which also had the same problem in 
implementing their placement test, did a similar study. When similar results were 
found, the UKM also resorted to a placement system based on students' language 
proficiency results in secondary and college preparatory schools. Despite the fact that 
some universities have used external measures for placement purposes, the use of 
tailor made placement tests is still in practice in many other universities and colleges 
in the country. This is especially true in universities where English is used as the 
medium of instruction. 
More private and government universities have mushroomed in the last few years in 
Malaysia to cater for the increase in demand for higher educational needs amongst the 
people in the country as well as the neighbouring countries in Southeast Asia. The 
increase in higher institutions in the country is also in line with the country's objective 
to not only provide education at the higher level to the people in the country but also 
Jo make the country a centre for higher education in the Southeast Asian region. 
Furthermore, education opportunities overseas have been more restricted since 1997 
due to the economic crisis in the far East. This has resulted in an increase in the 
number of students seeking admission locally to undertake courses in the privately- 
provided English medium tertiary education sectors. The country has also seen an 
increase in the number students of neighbouring countries, such as Indonesia and 
Thailand, who come to pursue their studies in Malaysia. As a result, English 
continues to prevail in use in tertiary education, and the need to ensure that language 
support is given to students is seen as crucial. 
In short, many higher educational institutions in Malaysia still do implement 
placement procedures because of the need to provide students with the English 
language support classes. Even though some have used existing language proficiency 
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results for the placement purposes, there has been an increasing need for tailor made 
tests in order to suit the different contexts of the institutions. 
1.1.3 English Language Placement Test (CPT) at the Matriculation Centre, 
International Islamic University, Malaysia. 
This sub-section will give a background to the university and placement test where the 
data for this research was collected. The Matriculation Centre of the International 
Islamic University, Malaysia, is a two-year pre-university programme. It aims at 
preparing students for admission into the regular Bachelor degree courses at the 
University. The majority of the students who enter the matriculation centre are local 
Malaysian students whose first language is Bahasa Malaysia. As the mediums of 
instruction of the academic courses in the departments are English and Arabic, it is 
deemed necessary to prepare the students to the language level required for them to 
face the demands of Arabic and English in the respective departmental courses. As 
such, the main courses that are offered at the matriculation centre of the university are 
English and Arabic proficiency courses. 
The requirement for admission into the matriculation centre is based on the Malaysian 
Secondary School certificate (SPM) or any equivalent high school certificate. Upon 
entrance into the university, the English Language Placement Test (EPT) and the 
Arabic Placement tests (APT) are given to all candidates. The EPT are conducted to 
students in the different academic programmes (Human Sciences, Bachelor of Arabic, 
Bachelor of English, Laws, Economics, Engineering and Medicine) in order to gauge 
the different levels of language proficiency. 
The English Language Placement Test (EPT) has been administered since the 
matriculation started in 1985. However, the structure of the EPT and the language 
programmes offered changed in the 1993/94 academic year where instead of having 
one general PT paper to gauge the different language proficiency levels, the test now 
consists of two parts. The new EPT structure is designed to complement a three tier 
English language proficiency structure (see Figure 1.1) ranging from elementary level 
to advanced English language for specific purposes. The aim of these English courses 
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is to equip students with the language skills needed to competently undergo the 
demands of the academic courses. 
The hours offered for each language course vary in the different levels, ranging from 9 
hours to 16 hours a week. At the same time, the prerequisite to take the academic 
courses in the different departments is at the completion of the level 2 of the English 
language courses. Figure 1.1 below illustrates the structure of the EPT and English 
language curriculum at the matriculation centre. Further descriptions and elaboration 
of the structures of the El'T and curriculum will follow the figure. 
Figure 1.1: EPT and English language curriculum structure at the IIUI\, I 
Matriculation Centre 
A 
Part 2 
Part I 
Listening 
Shills Batteries 
Reading Writing 
Level 3: English for Specific Purposes 
Level 2: Skills Focused Courses 
Listening and 
Speaking focus 
Reading and 
Writing focus 
Core Competence Placement Test 
Speaking 
Level I: Core Competence Courses 
Core Competence Upper 
i The Students 
placement enter 
test 
Core Competence Lower 
EPT STRUCTURE CURRICULUM STRUCTURE 
The figure given above shows the three-tier proficiency structure of the English 
language curriculum and the EPT structure. Part I in the EPT structure is the Core 
Competence placement test. Those students who do not score the minimum score o1' 
50 in the core test will not proceed to Part 2 or the Skills Placement test. This group 
of students who do not attain a score above the cut-off point (in Part 1) is further 
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separated into beginners and lower intermediate levels by another cut-off score. 
Beginners will be placed in, the Core Competence Lower (CCL) classes while the 
lower intermediate group in the Core Competence Upper (CCU). These classes run 
16 hours a week and the focus of the syllabus is basic proficiency in listening and 
speaking while elementary and mechanical skills in reading and writing are dealt with 
secondarily. 
On the other hand, students who score higher than the cut-off score on the core 
placement test (Part 1) will proceed to take the Part 2 of the Placement test (skill 
tests). Raw scores of the four skill tests are converted into Bands (see Table 6.1 1, 
section 6.1.2.2 for explanation on how the raw scores are converted to Bands). A 
minimum of Band 6 in all the four skill tests is required in order for students to 
proceed to the third level. However, the Arabic medium students are only required to 
achieve the minimum requirement for the reading skill EPT in order to proceed. 
Students who do not fulfill these requirements will be automatically placed into the 
skill-focused combination classes (see Figure 1.1, page 9, listening and speaking focus 
or reading and writing focus classes). These skill combination classes arc meant for 
the low advanced students who are reasonably close to having a good command of the 
English language but need the opportunity to develop the interrelated academic skills 
in which they are primarily weak. The courses are composed of 9 contact hours per 
skill combination class. 
The English for Specific Purposes courses (ESP) is an advanced level course, which is 
the last level to be attained before students are permitted to embark full time in their 
academic courses at the University. They are in-sessional language courses, which 
run as students are permitted to attend departmental courses of their respective 
programmes. The language support courses at this level are geared towards the 
different disciplines (for example English for Engineering and Business English). At 
the end of each sequence of language courses between and within each level, 
achievement tests are conducted and the same requirements of passing (according to 
Band as in the placement test) are applied in order to proceed to the next class or 
level. 
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Based on the language and placement structure at the matriculation centre, students 
embark on the academic and University requirement courses in different ways. 
Firstly, based on the EPT and curriculum structure's regulation, all of the students in 
Level I of the curriculum structure (Core Competence Upper and lower) are not 
permitted to attend any of the courses in their academic programme or the requirement 
courses (computer skills). This is because they are deemed not equipped with the 
necessary language skills to cope with the demand of the language in the courses that 
are conducted in English. Similarly, the Part 2 of the EPT is the determinant of the 
mastery or non-mastery level of the students to cope with academic courses that are 
conducted in English. The stipulated requirement is that all students who are in the 
English medium programme of study have to achieve a minimum of Band 6 in all the 
four sub-sets of the EPT (reading, writing, listening and speaking) before they are 
allowed to attempt any of the academic courses. The requirement for the students in 
the Arabic medium programmes on the other hand is such that they have to only attain 
a minimum of Band 6 in reading (Part 2) in order to attempt the requirement courses 
conducted in English. Examples of the requirement courses for Economic and Arabic 
programmes at the matriculation centre are given in Appendix 1.1. 
In conclusion, the structure of the EPT at the matriculation reflects the weight the 
institution has given to the English language requirement amongst its students. The 
seriousness of the institution to properly equip its students is apparent from the many 
levels of language courses provided and the stringent requirement for admission into 
English medium courses. This is due to the many complaints from the different 
departments and faculties about the poor level of English amongst their students, 
which was seen as a factor in failure and lagging behind in academic performance. 
Even though the normal number of years to graduate from the centre is two years, due 
to the language support structure, many students have spent more years before they 
can fully embark on their courses in their academic departments and faculties at the 
university. 
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1.1.3.1 EP"I' content and scoring 
The EPT questions arc set by a group of setters in the English Language Division 
testing team. The testing team consists of language instructors who arc also teaching 
the English language courses both at the Matriculation Centre and the university. The 
contents of the tests (Part I and Part 2) have been consistent in format in consecutive 
years that they have been implemented (since 1994). Part 1 (sec Figure 1.1) of the 
EPT or the Core test is a 2-hour test consisting of paragraph writing, reading 
comprehension questions, error analysis and cloze passages. The maximum score for 
the Core test is 100 and the cut-off score of 50 is set to proceed to the Skill tests. At 
the same time, another cut-off score at 30 is set to further distinguish placement into 
the core competence upper (CCU) or the core competence lower (CCL) classes. 
Part 2, or the skills placement test, consists of four subsets of reading, writing, 
listening and speaking tests. The reading skill test is a one and a half-hour test 
comprising of questions based on three reading passages. The questions in the test 
range from cohesion, vocabulary to comprehension questions based on the reading 
passages. The writing skill test on the other hand, is a two-hour paper that consists of 
3 writing tasks. Students are asked to write a paragraph to describe a graph, table or 
process, a short essay of about 250 words and a summary. The listening test requires 
students to answer multiple choice questions, complete forms and write notes based 
on a recording that they hear, in 45 minutes. Lastly, the speaking test is a 15 minutes 
session consisting of an interview with an examiner. This session requires students to 
give a short talk on a topic of choice given prior to the interview, and engage in 
conversation on an everyday topic. The topics included hobbies, favourite food and 
holiday. Samples of the EPT papers are given in the appendices (Appendix 4.1,4.2a, 
4.2b, 4.2c and 4.2d). 
The grading of the skill tests is based on marking schemes designed by the testing 
team. The reading and listening skill tests are objective papers with dichotomous 
scoring. However, the speaking and writing skill tests are based on profiles with 
specific descriptors and they are subjectively marked by the language instructors. All 
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of the skills tests grades are converted into a Band scale of 9. It is the Bands obtained 
in the skills that determine whether a student can proceed or stay in the skill focus 
classes and at the same time determine the skill combinations classes that he/she has 
to enrol in. 
At this juncture, it can be seen that the LET (Part I and Part 2) at the matriculation 
centre is considered a high stakes test. The results of the EPT, apart from placing 
students, will also determine the number of semesters students spend doing the 
English courses. A student may proceed straight into the ESP level after the first EPT, 
thus only needing one semester before lie/she could embark into the academic courses 
full time. On the other hand, another student may need to undergo all the English 
Language sequence courses from the first level because of the results of the EPT, and 
need 4 semesters to complete them before lie/she could embark on the academic 
courses. 
In addition, tlie number of hours that students can spend on other matriculation 
courses is limited by the language courses that they are placed in. A student who is in 
both the skill combination courses will have less hours to spare for other matriculation 
courses as compared to another student who is enrolled in one of the skill combination 
classes. The third consequence of EPT results concerns the financial aspect. Since 
the prerequisite to enrol full time at the departmental courses in the University is the 
completion of all the three levels of the English courses, there may be students who 
need to spend more semesters at the matriculation centre if they do not fulfill the exit 
requirement at any level or course sequence. This will have a direct effect on the time 
to graduate from the matriculation centre as well as from the University. In short, the 
EPT at this university is considered a high stakes test. Therefore, the concern for 
reliability and validity for such a high stakes test is crucial. 
1.2 Aini of research 
The focus of this research is on the methodology to investigate reliability and validity 
of a placement test. In order to do this, the EPT administered at the Matriculation 
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Centre, International Islamic University Malaysia was chosen for the study. The 
research was first conducted preliminarily in 1996 in order to investigate the issues 
arising from collecting data from the institution. In addition, the preliminary study 
also aimed to try out the proposed methodology in the reliability and validity study. 
Certain evaluation procedures will be outlined to achieve the specific objectives of 
this research. The research attempts to expand the methodology for the evaluation of 
placement tests used in some other studies on placement test evaluation (cf. Chapter 
3). In addition, it also attempts to adapt the theoretical framework of language ability 
(Bachman 1990, Canale and Swain 1980) in the content validity study by expert 
judges, as part of the validity study of the placement test. The third aspect in the 
methodology proposed is the use of survey data. The main objectives of this research 
are as follows: 
1. to evaluate the usefulness of Rasch analyses in studying the reliability and validity 
of scores in a placement test, 
2. to investigate the feasibility of using the communicative language ability (CLA) 
framework in the study of a placement test validity. 
3. to investigate the role of survey data in the study of validity of a placement test. 
in order to develop the methodological approach, it would be necessary to collect data 
that will address the issues of reliability and validity of the Core and skills L'I'T at the 
International Islamic University, Malaysia. The issues that will be addressed could be 
summarised as: 
i) the reliability of the items in the reading skill EPT, 
ii) the criterion validity of the tests, 
iii) the content validity of the EPT, 
iii) the validity of the cut-off scores, and 
iv) the validity of the parallel forms of the tests 
1.3 Significance and scope of study 
Research relating to the reliability and validity of placement tests such as the CP'I' at 
the International Islamic University (IIU) is called for to contribute to the study of 
placement testing. The importance of research in placement testing is that it is one of 
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the most widespread uses of tests within higher educational institutions. Furthermore, 
results of placement tests have significant impact on the decisions made about 
students' immediate future. This is the case in the placement test decision at the IIU. 
Students' enrolment in academic courses is dependent upon completion of the varying 
levels of language courses. This means that the lower level a student is placed at, the 
more time the student needs before enrolling into the departmental courses. 
In addition, there is not much research relating to the study of reliability and validity 
of placement testing. These studies that do exist are limited because the placement 
tests are very strictly bound to local contexts. In placement testing, unlike proficiency 
testing, the transferability of inferences of validity is limited. Thus, it would be 
important to develop a flexible method to investigate reliability and validity of 
placement testing so that it could be applied in other situations as well. The study at 
IIU provides an excellent setting for such study as the nature of the data gathered from 
the skills tests allow for analysis in the method of studying the placement tests. This 
study is significant in that it will lead to a presentation of a coherent and flexible 
methodology to evaluate any placement test. 
1.4 Conclusion 
The objective of this research is to evaluate the methodology in placement testing 
validation. The research data is based on the placement test at the International 
Islamic University, Malaysia (IIUM). It attempts to develop a flexible and coherent 
methodology of evaluating the reliability and validity of any placement test. This 
thesis will document the results of the research, which was carried out on the tailor 
made placement test at the matriculation centre of the International Islamic University, 
Malaysia. It consists of nine chapters. The first chapter has given an introduction to 
this thesis and specific objectives of the studies conducted. Chapter 2 will discuss the 
two concepts that are important to this research- reliability and validity. The third 
chapter will review the relevant literature and research studies on test validation . 
Chapter 4 will present the findings of the preliminary study that was undertaken in 
1996. The fifth chapter of this thesis will present the detailed picture of the 
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methodological approaches that were undertaken. The results of the research are 
divided into two chapters. Chapter 6 will report on the findings of the reliability 
studies that were undertaken. This is followed by Chapter 7 that will report on the 
findings of the validation studies. Recapitulation of the significant results of both the 
reliability and validity studies will be dealt with in Chapter S. The last chapter will 
give the conclusion and recommendations arising from this research. 
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Notes: 
1 The information on UKM and USM was gathered from interviews conducted with the Ilead of 
Language Centres at the respective institutions. I would like to thank Harriet Wong (UKM) and Prol'. 
Nlasyudi Hj Kader (USM) for the informal interviews. 
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Chapter 2: Reliability and Validity 
2.0 Introduction 
This chapter discusses two concepts central to this research: reliability and validity. 
They are important considerations in test development, use and test evaluation and 
have been discussed at great length in the language testing literature (sec for example 
Heaton, 1976; Hughes, 1989; Davies, 1990; Bachman, 1990 and Alderson et at., 
1995). The discussions on these two concepts that follow are limited to the areas 
relevant to this research. 
2.1 Test reliability 
Reliability in testing is often referred to as 'consistency' in scores. It is also 
considered one characteristic of a good test. When a test is administered to the sank 
candidates on different occasions, and it produces similar results, it could be said that 
the test is reliable. In other words, reliability is present when an examinee's results 
are consistent on repeated measures (Henning, 1987). 
Reliability is an important aspect of test evaluation because it concerns errors in 
measurement. Performance in tests can be affected by factors related to the abilities 
that we want to measure as well as factors other than these intended abilities (errors in 
measurement). Measurement specialists have long been able to identify factors (or 
sources of errors) that may threaten the reliability of tests. The sources of errors could 
be unpredictable factors such as health, fatigue, motivation, or certain predictable 
factors such as the test method. Henning (1987) lists the sources of measurement 
error: fluctuation in learners' scores; test administration; test characteristics; and errors 
associated with response characteristics. Brown (1988), however, categorically 
differentiates the factors that can affect test scores into two different sources of 
variance: meaningful variance and error variance. In addition, Bachman (1990) 
differentiates four different factors that may affect language test scores: test method 
facets; personal attributes; random factors; and communicative language ability. As 
performance on language tests is affected by factors other than communicative 
language ability, interpretation and use of test scores must consider the extent to 
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which these scores reflect factors that are not considered part of the ability tested. 
Test method facets and random factors are generally considered measurement errors; 
thus, they are the primary concern in estimation of reliability. On the other hand, 
personal attributes that are not related to the language ability tested (such as gender), 
are considered test bias (Bachman, 1990: 166). 
The investigation of reliability concerns how much individual performance in tests is 
due to measurement errors. The Standards for Educational and Psychological Testing 
refer to reliability as `the degree to which tests are free f"ouº errors of ºººeasureºººent' 
(APA, 1986: 19). Therefore, reporting the estimate of reliability of a given test is 
important because the estimate indicates how much the test scores arc associated with 
errors of measurement. Generally, estimates of reliability arc affected by the: 
" test length (number of items in the test) 
" design of the test- well developed test items increase reliability estimates. 
" homogeneity of the items- the more homogeneous the items are, the higher the 
reliability 
" distribution of item difficulty 
" distribution of scores 
" range of ability of the students who took the test (Gravetter and Wallnau, 1995). 
There have been two main approaches to investigating reliability: classical 
measurement theory (CT) and modern test theory. These will be discussed in separate 
sub-sections below (c. f. section 2.1.1 and section 2.1.2). 
2.1.1 Classical measurement theory 
Classical measurement theory is based on a set of assumptions about the relationship 
between actual scores, observed scores, and the factors affecting the scores (Bachman, 
1990). An overview of the main methods that have been used in estimating test 
reliability is necessary as they are relevant to this study. Basically, the methods can 
be distinguished between objective and subjective tests. A summary of the methods, 
the types of information provided by the different methods, and the sources of errors 
that affect the estimates for each method is provided below (Gronlund, 1981 and 
Crocker and Algina, 1986). 
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Table 2.1: Summary of methods in reliability estimates, the information 
provided and sources of error associated with each method 
Type of test Method Type of information provided Primary source of error 
Objective 1. Internal The consistency of test scores Content sampling or flawed 
tests consistency over different parts of a single items 
test 
2. Equivalent or The consistency of test scores Content sampling from form 
parallel forms over different forms of test or to form 
samples of items 
3. Stability or test- The stability of test scores over a Change in examinees over 
retest given period of time time 
Subjective 4. Rater Inconsistency in rating within Different or inconsistent 
tests consistency individual rater or across applications of rating criteria 
different raters 
The four different methods can be also be differentiated as follows: 
1. the internal consistency method involves administering the test once and 
computing the consistency of the responses within the test, 
2. the cquivalcncc or parallel forms method requires the administration of two 
equivalent forms of the test in close succession, 
3. the stability or test-retest method entails administering the same test twice to the 
same group of students with a time interval in between and 
4. the rater consistency method requires one or more raters to rate the same group of 
students based on the same set of criteria (Gronlund, 1981; Henning, 1987; 
Bachman, 1990 and Alderson et al., 1995). 
Reliability estimates are reported either in the reliability index or reliability 
coefficient, depending on the computational method chosen and each method 
provides different information (Crocker and Algina, 1986 and APA, 1986). The 
choice of the method used for a reliability estimate is often determined by the type of 
evidence required. The internal consistency method is the most commonly used 
mcthod of determining the reliability of dichotomously scored tests, mainly because 
of its convenience- it only involves the single administration of a single test 
(Gronlund, 1981). With the widespread availability of computing programmes for 
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calculating lest statistics, the usual reliability estimates reported in many studies are 
internal consistency values using the Kuder-Richardson formulas 20 and 21 (Davies, 
1990). The necessary reliability estimates in a test may vary according to the 
intended use of the test scores. However, it has been suggested that test reliability 
must be at least 0.90 in order to give a consistency of 81% (for example, Davies, 
1990). 
As mentioned earlier (c. f. section 2.2), the reliability of a test may be affected by 
factors relating to the items in a given test. Two important aspects related to items 
that may affect reliability and relevant in this research are test length and item 
characteristics. They will be discussed within the CT in the sub-sections that follow. 
2.1.1.1 CT reliability and test length 
The number of items in a test affects reliability (Henning, 1987; Gronlund, 1981; 
Crocker and Algina, 1986 and Bachman, 1990). The reliability of a given test tends 
to increase when the number of items is increased. ' This is subjected to the addition 
of items that are homogeneous to the existing items in the test. In other words, the 
items that are added to increase the reliability have to be of the same quality (such as 
difficulty and measuring the same ability) with the existing items. 
The relationship between test length and reliability is important in test evaluations 
especially when the developers intend to increase the reliability of a given test. As 
longer tests increase reliability, the number of items to be added in order to achieve 
the desired level of reliability of a test may be determined by the following formula 
(Henning, 1987: 85): 
n=r, (l -rnl 
r,, (I -r,, d) 
where, n= the number of times the test length must be increase with similar items 
r ttd = the level of reliability desired 
r tt = the present observed level of reliability. 
However, in a real testing situation, increasing the number of items to improve test 
reliability may not be a practical step. Firstly, increasing the number of items will 
only increase the reliability up to a certain point of asymptote where little contribution 
is made to reliability regardless of the number of items added (1-lenning, 1987). In 
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addition, increasing the number of items will result in a longer time to administer the 
test. Increasing test length may be impractical as the general goal in testing is that 
institutions want a minimum test length that yields the necessary degree of reliability 
for the intended uses (Crocker and Algina, 1986). Therefore, it is only imperative for 
the developers to improve the quality of the items by ensuring that the items are well 
constructed and effective. 
2.1.1.2 CT item analysis 
The item characteristics of dichotomously scored tests in CT are often examined 
through the item analysis procedures. The two characteristics commonly investigated 
are: item difficulty; and item discrimination. The purpose of item analysis is to 
determine test homogeneity. That is, the more similar the items in a given test, the 
more likely they measure the same kind of intended ability and therefore, the higher 
the reliability (Davies, 1990). Therefore, item analysis is essential in reliability 
investigations in order to evaluate the quality of the items, and whether they make the 
greatest contribution to the reliability of a given test. 
2.1.1.2.1 CT item difficulty 
Item difficulty is the first characteristic to be accurately determined, as often tests arc 
rejected as unreliable measures for a group of examinees because of the misfit of item 
difficulty to the ability of the examinees (Bachman, 1990). When tests arc too easy or 
too difficult, the scoring distribution will tend to unnaturally concentrate at one end of 
the continuum (Henning, 1987). As a result, it is difficult to distinguish the 
candidates' ability at the concentrated end. Thus, there is loss of person separability 
or reliability (Henning, 1987). 
Item difficulty, sometimes referred to as item facility, is determined by the proportion 
of correct responses in a given test, giving values that may range from . 00 to 1.00. 
Item difficulty is most appropriate when it approaches the mid-point of the difficulty 
continuum (Henning, 1987). Many authors advocate that items that are less than 0.33 
and more than 0.67 should be rejected as either too easy and too difficult, respectively 
(for example Henning, 1987 and. Crocker and Algina, 1986). However, Hemming 
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(1987) advises test constructors that rejecting items as too easy or too difficult faces 
possible constraints: the need to include specific content; to provide an easy 
introduction; to shape the test information curve; and the availability of items. 
Information on item difficulty (ID) is useful and important for both test construction 
and evaluation. A test consisting of items that are too easy or too difficult for a given 
group of examinees often shows low reliability. Therefore, item difficulty 
information can be useful in determining whether a test fits the ability of the group of 
students. It is also necessary to evaluate whether the distribution of the items (based 
on the their difficulty level) in a test is appropriate for its purpose. For example, 
many authors state that achievement tests should consist of items in the middle 
difficulty range (Croker and Algina, 1986). In addition, if a language placement test 
is used to select and exempt only a small proportion of students from language 
support courses, it would be appropriate to select items with relatively low difficulty 
values (more difficult items). 
However, ID values are rarely used as the primary criterion of item selection (Crocker 
and Algina, 1986). In a reliability investigation, item difficulty alone is not sufficient 
to describe whether 'good' or 'bad' items contribute to the reliability of a given test 
(Henning, 1987). The DI values are more useful when used together with item 
discrimination information, where the ID levels may be used to diagnose (laws in item 
constructions that may result in poor discrimination (Crocker and Algina, 1986). 
2.1.1.2.2 Item discrimination information 
In addition to item difficulty, another CT analysis of items that is important in a 
reliability study is item discriminability. CT item discriminability may be computed 
in several ways but two methods that are often used in item analysis of language tests 
are the item discriminability with sample separation (DI) method and the point 
biserial method (r phi). 
Item discriminability provides information on how effectively the items in a given test 
discriminate between examinees who are relatively high in the ability measured and 
those who are relatively low. This information is useful as many tests are intended to 
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provide information about individual differences on the ability that the tests aim to 
measure. For example, in a language placement test where the major decision to be 
made is whether to exempt students from language skill support classes or not, the 
items in the test should discriminate well between those who have the necessary 
language skills and those who do not. In addition, in achievement testing, where the 
aim is to assess how much learners have gained from the lessons provided, the items 
in the test should differentiate between students who know the material and those who 
do not. 
The discrimination indices by sample separation (DI) involves a computation 
procedure that separates the highest scoring group and the lowest scoring group from 
the entire sample on the basis of the total score in a test, which gives a range of 
discrimination of zero to one (Gronlund, 1981 and Henning, 1987)2. Even though 
there are no strict rules as to what DI values are acceptable, studies that have 
conducted item analysis based on language test data refer to two prominent authors in 
defining the items based on DI. Henning (1987) suggests that a discrimination index 
of 0.67 should be the lowest index to accept an item as having good discriminating 
power. However, many language testing studies (see, for example, Gronlund, 1981; 
Crocker and Algina, 1986; Wong et al, 1990 and Brown, 1996) have referred to DI 
criteria by Ebel (1972). The list of criteria to define DI by Ebel (1972) is more widely 
used as a reference for item revision and test evaluation. Henning suggests only one 
DI index as the criterion for defining items that discriminate well, but Ebel's list of 
criteria (see below) is based on a range of DI that categorically defines the weak 
items. 
1. If DI Z 0.40, the item is functioning quite satisfactory. 
2. If 0.305DI50.39, little or no revision is required. 
3. If 0.20 SDIS0.29, the item is marginal and needs revision. 
4. If DI 5 0.19, the items should be eliminated or completely revised. 
Therefore, Ebel's categorical criteria provide different information about the quality 
of the items that are in the lower range of discrimination indices. In addition, the 
criteria give different guidelines and possible steps that can be taken to the 'weak' 
items in the different categories. For example, the guideline suggests that an item 
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The second index of discrimination is the point biserial method that produces an index 
of discrimination based on the correlation between item responses and total scores for 
any given test (Henning, 1987; Crocker and Algina, 1986 and Hughes, 1989). The 
resultant correlation coefficient is called the point biserial correlation coefficient (rp1,; ), 
which may range from 0.00 to 1.00. The two methods (DI and ri, h; ) differ in that the 
point biserial method makes use of all the students responses rather than proportions 
of the top and bottom groups (Alderson et al., 1995). This is an advantage of the 
method, even though both produce similar results. The rº, h; levels that are generally 
considered as acceptable are 0.25 and above (Henning, 1987: 52). 
2.1.1.3 CT test score interpretation 
A useful feature of CT reliability in interpreting scores is the standard en-or of 
measurement (SEM). It essentially provides the estimated amount of variation (due to 
measurement errors) to be expected in test scores for a particular level of reliability. 
SEM tends to decrease as the reliability coefficient increases (I3achman, 1990). In 
other words, reliability coefficients that are high are associated with small errors in 
test scores. 
The availability of SEM that has the same units as observed scores provides a means 
of defining a test score based on a band scale around an obtained score (Bachman, 
1990; Gronlund, 1981 and Crocker and Algina, 1986). This can be useful to indicate 
how far the observed score (obtained score from a test) is from the true score as well 
as allowing the estimation of the accuracy of the decision made based on a given 
score. For example, if the SEM of a given test is 3 and an individual obtains a score 
of 70, the band scores of the individual are 67-73 (at 68% confidence), 64-76 (at 95% 
confidence) and 61-79 (at 99% confidence). In other words, we could be 68 percent 
confident that the individual's true score may be between 67-73,95% confident that 
the individual's true score may fall between two standard errors above and below the 
observed score, or 99% confident that the true score is between 61-79. The degree of 
confidence interval chosen to estimate the accuracy (68%, 95% or 99%) will usually 
depend on how seriously the students will be affected by the decision. 1-lowcvcr, the 
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one confidence interval (68% confidence) is most commonly used in interpreting 
scores based on band scores (Gronlund, 1981). 
Because of its usefulness in interpreting individual test scores, the SEM is of more 
practical interest than the coefficient of reliability (Bachman, 1990). The primary 
advantage is that decision accuracy can be investigated. This is crucial where major 
decisions are made. For example, with the availability of band scores, individuals' 
true scores that are close to the cut-off point may actually be higher or lower than the 
cut-off point. Therefore, if the scores are used to classify students into two different 
ability levels, there may be a tendency to find students who are `false positives' or 
`false negatives' in the two levels. At the same time, when the cut-off point in the test 
is used for selection purposes, considering the band scores might lead to different 
outcomes for the students who may or may not be admitted. 
However, CT score interpretations have their limitations and the disadvantages arc 
well documented (see for example Crocker and Algina, 1986; Bachman, 1990 and 
[-lambleton et al, 1991). One major drawback of using the SEM for decision accuracy 
is that since estimates of reliability are based on group rather than individual 
performances, the measurement errors are treated as homogeneous (Bachman, 1990). 
Therefore, the SEM obtained is the same across different ability levels. This means 
that measurement errors are treated as the same regardless of whether the performance 
of an individual is poor, average or excellent. As a result, the precision of 
measurement in CT has been criticised. This, therefore, has also led to the current 
growing trend and support for the more powerful approach in measurement precision 
in the investigation of the effects of measurement errors- item response theory 
(Bachman 1990 and 1-Iambelon et al., 1991). 
2.1.2 Item response theory (IRT) 
Item response theory (or sometimes called the latent trait measurement) refers 
primarily to the three families of models for relating test performances and levels of 
ability: the one parameter (or Rasch Model), the two-parameter, and the three- 
parameter model (Henning, 1987). IRT has been advanced by psychometricians as a 
new measurement system to address the limitations of the CT measurement 
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(Bachman, 1990,1-Iambleton et al, 1991 and McNamara, 1996). The IRT models are 
basically `systematic procedures for considering and quantifying the probability or 
improbability of individual item and person response patterns given the overall 
pattern of responses in a set of test data' (Henning, 1987). The fundamental theory 
that these models are based on is that individual's expected performance on a test item 
is a function of both the level of difficulty of the item and the individual's level of 
ability (Crocker and Algina, 1986; Bachman, 1990; Hambleton et al., 1991 and 
McNamara, 1996). 
The advantages of the IRT application in testing are well documented in the literature 
(see for example Henning, 1987; Crocker and Algina, 1986; Bachman, 1990; 
Hambleton, 1991; Choi, 1992 and Baker, 1997). IRT models have been used in 
language testing contexts for equating tests, investigating test bias and reporting 
scores (Henning, 1987). In addition, they have been applied in second and foreign 
language testing in three main areas: investigating their usefulness as compared to 
CT; developing achievement, second or proficiency tests; and investigating the nature 
of a set of language test data (Baker, 1997). Of the three models, the one parameter or 
Rasch Model has been most commonly used in language testing contexts (Hughes, 
1989 and Alderson et al., 1995). A detailed discussion of the Rasch Model follows, 
as it has been the model used in this research. 
7.1.2.1 Rasch Model 
One key difference of the Rasch Model as from CT is that Rasch analysis is 
probabilistic in nature (1-Iambleton, 1989, Henning, 1987 and McNamara, 1996). 
Items and persons parameters in Rasch analysis are estimated according to the 
`probability or likelihood of their response patterns given the person ability and item 
difficulty' (Henning, 1987). The underlying theory behind the Rasch Model is 
modelling how examinees at different levels of ability for a particular trait should 
respond to an item (Crocker and Algina, 1986). Rasch analysis attempts to model the 
relationship between two common test facets: the ability of the candidates and the 
difficulty of the items (McNamara, 1996). Both the facets are jointly estimated using 
a mathematical procedure (called maximum likelihood) based on the probabilistic 
28 
patterns of responses of all examinees to all items (McNamara, 1996 and Crocker and 
Algina, 1986). The expressions of item difficulty and person abilities are both 
expressed according to a common interval scale: the logit scale (McNamara, 1996). 
2.1.2.1.1 Requirements for Rasch analysis 
Before the relevant aspects of Rasch measurement is further discussed, it is necessary L--I 
to look at the requirements for Rasch Model analysis. There arc three main 
requirements for employing Rasch analysis: 
1. Sample size 
The guidelines for sample sizes for proper parameter estimations in IRT vary 
(1-lambleton, 1989). Rasch analysis however, requires the least number of samples 
than the other two models. This is one of the reasons for the widespread use of the 
Rasch Model. Wright and Stone's recommendations (1979) of a minimum of 20 
items and a sample size of 200 examinees are often referred to as a sample size for 
studies involving the Rasch Model. 
2. Unidimensionality 
Another requirement for Rasch analysis (and for all IRT models in general) is that it 
assumes the presence of a dominant ability or trait that influences test performance- 
unidimensionality (Hambleton, 1991). The unidimensionality requirement has been 
the basis of argument and criticism of the Rasch Model involving test data. It has 
been argued that psychometric unidiniensionality cannot be strictly net in language 
testing contexts. However, advocates of Rasch measurement have argued that the 
term `unidimensionality' has different meanings in psychological and psychometric 
states of tests dimensionality (Henning, 1992 and McNamara, 1996). 
Unidimensionality in psychology is said to refer to a single underlying psychological 
construct. On the other hand, the Rasch Model looks at unidimensionality in a 
measurement sense, in that it refers to a single underlying dimension or a single 
underlying pattern of scores in the data matrix (McNamara, 1996). A simulation 
study has suggested that language test response data may satisfy the psychometric 
unidimensionality even when the test measures psychologically multidimensional 
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underlying constructs or traits (I Ienning, 1992). This assumption has lcd to a question 
of whether unidimensionality is relevant in CT item analysis. It has been argued that 
the unidimensionality assumption is also common in CT item analysis. For example, 
the sank assumption is made in the practice of summing up scores from different 
parts of tests or across different items in a given test (I-Penning, 1992). 
3. Locally independent items 
The next assumption in the application of Rasch analysis is that the item responses of 
a given examinee on a given test should be statistically independent. In statistical 
terms, this means that a person's probability of getting a pattern of correct or incorrect 
responses must be equal to the product of the probabilities for each individual answer 
(Ilambleton and Cook, 1977 and I-Iambleton and Swaminathan, 1985). In simple 
terms, this means that a person's response to one item should not affect his/her 
responses on other items in the test. This, therefore, requires that `the content of one 
item must not provide any clues to the answer to another item' (1-Iambleton and 
Swaminathan, 1985: 23). 
2.1.2.1.2 Basic concepts of the Rasch Model 
The first three concepts of Rasch analysis which are relevant and useful in testing 
contexts, particularly in this research are: the estimates of item difficulty; person 
ability; and the relationship between item difficulty and person ability. Where 
relevant, discussions on these parameters are compared with the parallel parameters in 
CT. 
Rasch item difficulty is analogous to CT item difficulty. However, the estimation 
procedures are essentially different. The CT item difficulty estimation of the 
dichotomously scored item is presented in terms of the proportion of the candidates 
getting an item correct (Heaton, 1979 and Henning, 1987). In contrast, estimates of 
item difficulty in Rasch measurement theory is estimated from the responses of a set 
of candidates, by taking into account the ability of the candidates and the degree of 
match between the ability of the group and the difficulty of the items (McNamara, 
1996). Rasch estimates of item difficulty are therefore expressed as the probability 
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that a person of a given ability will have a 50% chance of getting the item correct. 
Conventionally, the average difficulty of items in a test is set at 0 (zero) logit. Thus, 
items of above average difficulty will be at the positive end of the scale, while those 
items of below average difficulty will be at the negative end (1-lanibleton et al., 1991 
and McNamara, 1996). Another important difference between CT and the Rasch item 
parameter is that no item parameter in Rasch corresponds to the CT item 
discrimination index. This is because the Rasch analysis assumes that all items are 
equally discriminating (Bachman, 1990; McNamara, 1996 and Baker, 1997). 
Rasch estimates of person ability arc equivalent to scoring in a tcst (McNamara, 
1996). However, unlike in CT where ability estimates arc limited to (lie particular 
characteristics of the test (their difficulty, for example), Rasch estimates of ability arc 
based on the candidate's performance on a set of items, after giving allowance to the 
difficulty of the items and how well they match the candidate's ability level (IHIcnning, 
1987 and McNamara, 1996). Instead of representing total scores in a test (as in CT 
approach), a person's ability in Rasch is defined as the probability of a person having 
a 50% chance of getting an item of a given difficulty right. Ability values (also 
known as theta values) can take both the positive and negative values in the logic 
scale, where negative scores represent the less able, and positive scores the more able 
(Wood and Baker, 1985 and McNamara, 1996). If, for example, a person's ability is 
the same as the difficulty level of the item, the person has a 50% chance of getting 
that item right. If the difficulty of an item is less than the person's ability, then the 
chance of success in that item is higher. Therefore, the ability estimate of a particular 
person is equivalent to a point in the scale that 'best stunmarises the person's 
peiforin ºce on a set of items' (Baker, 1997: 33). A computer programme that runs 
the Rasch analysis, such as MICROCAT, will produce the Rasch estimate of ability 
(theta), the corresponding CT ability (correct number score) and the standard error of 
measurement associated with each theta value. 
One of the most important features of the Rasch approach is that students' scores and 
item difficulty are transformed into one scale so that they are related to each other 
(Alderson et al., 1995 and McNamara, 1996). The common measurement scale that 
expresses the two parameters allows item difficulty and person ability for a group of 
examinees on a group of items to be compared. This facility is known as `mapping', 
31 
where estimates of person ability and item difficulty arc represented graphically in the 
form of an item by person map (c. f. section 6.1.2.4 Figure 4). This has been found 
useful in studies involving dichotomously scored tests, as well as those that use rating 
scale descriptors. The most basic usage of the mapping facility is in comparing the 
range of difficulty of the group of items with the ability of the group of students. In 
addition, the mapping facility has also been found useful in investigating the validity 
of tlie rating and achievement scale descriptors used, and to develop empirically based 
descriptions of growth in aspects of language ability (McNamara, 1996). 
The most relevant mapping to discuss here is the first usage mentioned above (as this 
is the usage of mapping in this research). Since both the items and persons are 
represented graphically on the same logit scale, it is possible to see if the items fit the 
ability of the students. That is, it is possible to determine whether the test given to the 
group of students is too easy or too difficult. Secondly, it is also possible to find out 
whether the distribution of items along the difficulty continuum is appropriate and 
sufficient. For example, if a language test is used for exemption purposes (to exempt 
students from any language support course), discrimination will need to be at the 
highest ability levels. This is because the purpose of the test is to carefully select 
students who are at the advanced level. Thus, only a small proportion of the 
examinees are expected to be exempted. We would therefore, expect to see a 
sufficient number of items at the difficult end of the continuum. In contrast, in a 
context where the language test is used to upgrade students from one level to another, 
the mapping can be used to see if the there are sufficient items around the decision 
point or the threshold level. Thirdly, an advantage of the mapping facility is that it 
allows test developers to inspect item clusters along the continuum. For example, it is 
possible to inspect items that cluster at the difficult or easy end of the continuum. In 
addition, it may be useful in looking at the cluster of items at the decision point (or 
cut-off point) to inspect the kind of items that make up this cluster. This information 
may be useful for item writers as it can provide guidelines for improving item writing 
efficiency. 
There are two other aspects of Rasch measurement discussed in this section: the 
evaluation of fit (of persons and items) and the test characteristic curve (TCC). The 
first, the evaluation of fit, is yet another essential part of the application of Rasch 
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analysis to test evaluations. The evaluation of fit concerns the degree of 
correspondence between what is predicted and what is observed (in the model of 
relationship between person ability and item difficulty) (McNamara, 1996 and Baker, 
1997). Therefore, it provides two essential pieces of information about the item and 
difficulty parameters: person fit and item fit. This evaluation is essential as it can 
provide a check on the adequacy of the application of the model for the set of data 
used (Baker, 1997). In addition, when the goodness of fit between the model and data 
has been ascertained, the investigation of fit helps to identify test takers and items that 
do not fit the model. 
There are essentially different interpretations of person and item fit in Rasch analysis. 
Person fit statistics allow us to investigate 'the coherence of an indirridual 's responses 
as part of a set of responses from a larger group of individuals' (McNamara, 1996: 
176). It may suggest that an individual's ability is not being measured appropriately 
by a given test. For example, a high ability person may unexpectedly be found to 
have a large number of incorrect answers. This unexpected pattern of response may 
have variety of causes such as anxiety or failure to pay attention to easy items. The 
interpretation of misfitting person may be complex. It is important to note that 
misfitting person information suggests misfit of the instrument to the person, and not 
the person to the instrument (McNamara, 1996: 178). In other words, the infornation 
may not mean that the misfit person needs to be eliminated from the group of test 
takers. As the reasons for misfitting may be due to factors related to the test (e. g. poor 
test construction) as well as external factors such as anxiety, it is necessary to 
consider all reasons that are related or not related the test instrument. Therefore, it 
has been suggested that it is necessary to look at the actual responses of the misfit 
person again in order to consider explanations for the inconsistent patterns of 
responses (McNamara, 1996). 
In contrast to person fit statistics, misfitting items mean that there is `au abnormal 
response pattern for a particular item across all the persons in the group' (Baker, 
1997: 41). This can be an indication of poorly written items or that the misfitting item 
does not measure the same ability as the other items in the set (McNamara, 1996 and 
Baker, 1997). This means that misfitting items have major implications for the 
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quality the test as a whole, and therefore also have an impact on the validity of the 
decisions that are made based on the test scores. 
There have been various measures developed for the evaluation of fit. Baker (1997) 
notes that most of the tests for misfit are based on a comparison between the expected 
response as predicted by the model and the actual responses observed in the data. The 
statistical test that is usually used is the chi-square type (Baker, 1997: 42) The tests 
for person and item fit implemented in the MICROCAT computer programme for 
item calibration used in this study are of this type. 
The second aspect of Rasch analysis that is important in test evaluation is the test 
information curve. One concept in Rasch item analysis is that a given item will 
provide differing information functions at different levels of ability- item information 
function (Crocker and Algina, 1986 and Bachman, 1990). The item information 
function is related to item difficulty and person ability in that a difficult item provides 
very little information at low levels of ability (as individuals at this levels will get the 
item wrong). Similarly, an easy item will not provide much information at high 
ability level as the students at this level will get the item correct. When the sum of the 
item information functions is considered for all items in a given test, it gives the test 
in formation function (TIF), which shows how much information a test provides at 
different ability levels (Bachman, 1990). The test information function is represented 
in the form of a graph, and is readily produced as one of the outputs by the computer 
programmes used for Rasch analysis (such as MICROCAT or QUEST). The test 
information function is equated with the CT reliability and SEM. However, the 
advantage of TIF is that estimates of measurement errors are provided at each ability 
level. This offers one advantage over CT reliability, where a global estimation of 
reliability is produced and only a single estimate of SEM is provided for all levels of 
ability. This means that as compared to CT where band scores arc based on a single 
SEM at different levels (c. f. section 2.2.1.3), Rasch estimates of person ability will 
produce different confidence interval at the different levels. For example, if the band 
scores of individuals that are close to the cut-off score are considered by both the CT 
SEM estimates and the Rasch SEM ability estimates, different outcomes of false 
positive or false negatives could be produced. This may mean that Rasch estimates of 
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ability are more powerful in estimating the precision of measurement as well as the 
precision of decision accuracy. 
2.1.2.1.3 Properties of Rasch analysis useful in a reliability study 
Having provided an overview and brief descriptions of the features of Rasch 
measurement in the above sections (c. f section 2.2.2.1.2), it is necessary to look at 
how these features are useful in this research. As Rasch analysis is utilised along with 
CT analysis in the reliability study of the placement test in this research, it is 
necessary to discuss how the two approaches can complement each other in a 
reliability investigation. 
Firstly, as reliability concerns investigations of possible errors that may affect test 
scores and the decisions made based on test scores, like in CT analysis, investigations 
of Rasch item and ability parameters are useful in a reliability study. Useful 
item 
parameters in Rasch include both difficulty estimates and tlle identification of 
misfitting items. As in CT item analysis, difficulty estimates can be used to indicate 
whether the items are of an appropriate level for the group of students. However, 
in 
contrast to CT analysis where item difficulty indices are sample dependent, Rasch 
estimates of item difficulty are independent of the particular sample of individuals 
whose responses arc used in the estimate (Bachman, 1990; McNamara, 1996 and 
, Alderson et al., 1995). Therefore, estimates of the item difficulty based on Rasch 
analysis can be generalised across different test takers. This is a very useful property 
for practical applications in testing such as item banking and test equating. 
Misfltting items in Rasch analysis offer information about which items do not 
contribute much to the reliability of the test. This is because misfitting item may be 
an indication of flawed construction, or may not measure the same ability as the other 
items in the test. In this sense, misfitting items (as in the CT item analysis) are the 
`rejected' items (for example, in CT items rejected due to poor discrimination). 
Therefore, information on misfitting items provides yet another means of detecting 
poor items that may not contribute much to the total score, thus affect test score 
reliability. 
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Secondly, the person parameter in Rasch analysis is of interest in this study as it 
allows us to investigate the precision of score interpretation and the accuracy of 
decisions made based on raw scores. Since each ability estimate in Rasch (theta 
value) is equated with a raw score in CT, and each theta value is associated with 
different margins of errors (SEM), the two objectives mentioned above can be 
achieved. That is, like in CT, the confidence interval (or band scores) of each ability 
estimate at the different levels can be calculated. However, unlike in CT where 
measurement errors are treated as the same (i. e. same SEM) across different levels of 
ability, Rasch estimates of ability provide different estimates of errors for the different 
levels. This may mean better precision in investigating the accuracy of ability 
estimates of students at the critical points where decisions arc made based on scores 
(i. e. cut-off points). In addition, Rasch ability estimates are also sample independent. 
Therefore, the precision of measurement can again be generalised across different test 
takers when the same set of items or items of the same difficulty levels arc given to a 
different group of test takers. 
The third feature of the Rasch Model that is useful in this research is the mapping 
facility. The first advantage is it is useful in making judgements about the suitability 
of the items (in terms of difficulty) for the group of students. Second, the mapping 
facility can be very useful in an inspection and identification of items in the different 
positions along the common ability/difficulty continuum. The latter usage is of great 
importance in a study of a high-stakes test (such as a placement test) as it can help to 
identify whether there are enough items at the important points of the continuum (cut- 
off point, for example). Third, it can help test developers to identify the kinds of 
items at the different points along the continuum and help item writers and test 
developers in item writing efficiency. 
2.1.3 Conclusion about the CT and Rasch approaches in a reliability study. 
The superiority of Rasch analysis in test development and evaluation has been 
stressed in the literature. However, the usefulness of CT analysis in test reliability 
studies should not be dismissed altogether. The limitations of Rasch analysis in 
certain aspects of reliability studies make CT analysis equally useful. In a reliability 
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study, the usefulness of the CT and Rasch analyses as complementary approaches in a 
reliability investigation can be summarised as below: 
1 Item analysis 
Rasch analysis of a misfitting item may signal that the item is faulty. CT item 
analysis can be used to provide the possible reasons. For example, carclül 
observation of the response pattern on multiple choice questions gained from the CT 
item analysis may explain why the item is rejected by Rasch. In addition, 
discrimination information and the distractor efficiency analysis can be obtained from 
the CT analysis, which may explain the reason for the `problem' item. 
2 Precision of score interpretation 
Even though it is possible to investigate the precision of score interpretation through 
CT analysis (c. f. section 2.2.1.3), its limitation is that the approach characteriscs the 
imprecision of scores by a single value (SEM). In contrast, Rasch analysis 
distinguishes precision of measurement, where separate SEM is determined at every 
possible point along the scoring continuum (Choi, 1992). Therefore, Rasch analysis 
allows for confidence intervals estimates associated with every possible person and 
item score on a given test. This may lead a more precise result in determining the 
accuracy of decisions based on test scores. 
The classical approach has been the standard approach in the investigation of 
reliability and in minimising measurement errors long before the introduction of 
modern measurement theory. I believe that given the type of decisions to be made 
from the test scores of high-stakes tests (such as a language placement test), the 
investigation of reliability should apply not just the classical approach, but also 
incorporate modern measurement theory (the Rasch Model analysis in this case). 
Even though the use of the Rasch Model usually needs more time and resources, and 
the involvement of test developers and teachers, the amount of information gained 
and the usefulness of the more powerful information will justify the need. Therefore, 
the design of the reliability study in this research utilises both classical and modern 
measurement methods. 
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2.2 'rest validity 
Having discussed the first concern of test evaluation, this section will discuss another 
fundamental concern in test evaluation, which is central to this research- validity. 
However, it is first necessary to address the relationship between reliability and 
validity. 
A test that demonstrates reliability is not necessarily valid. However, in order for a 
test to be valid, it must demonstrate consistently accurate measurements (Hughes, 
1989 and Bachman, 1990). In other words, a valid test must demonstrate its 
reliability, and not vice versa. For example, in a listening test students are required to 
write a paragraph summarising a recorded lecture. The test may be reliable however, 
it may not necessarily be a valid test for listening. The second aspect of the reliability 
and validity relationship is that evidence demonstrating reliability may overlap with 
the evidence of validity. For example, information from item analysis in a reliability 
study may indicate that an item is not consistent with the other items in the set. This 
evidence overlaps with content validity, which questions whether the test is relevant 
to, and covers a given area of ability or content area. Therefore, it could be concluded 
that reliability is a sub-component of validity. In fact, the distinctions between 
reliability and validity have often been described as `blurry', but perhaps they should 
be considered unidimensional in that both entail investigations of the fundamental 
concerns of test scores, interpretations and uses. 
It is widely acknowledged that validity is one vital consideration in testing. As 
acknowledged in the 1985 edition of the Standards for Educational Testing, validity is 
`the most important consideration in test evaluation' (American Psychological 
Association, 1985: 9). However, a conceptualisation of validity has been seen as 
complex and multi-faceted. A most common notion of validity is the definition by 
Cronbach (1949: 48), which states that validity is `the extent to which a test measures 
what it purports to measure'. The arguments in defining and conceptualising validity 
have much been discussed in the literature (Cronbach 1984; Messick, 1989; Shepard, 
1993 and Gary, 1997). The common concept of validity is summarised below: 
" validation is a judgmental method to evaluate the appropriateness of a testing 
instrument's utility. The method involves collecting empirical evidence. 
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" what we validate is not the test but the interpretation or inferences made from the 
test scores. 
" there arc different ways to find evidence of validity, thus the different types or 
facets of validity (e. g. content, criterion and construct validity). 
" multiple evidence is needed in order to convincingly evaluate the test. The more 
evidence for validity gathered, the better. 
There are basically two prominent conceptualisations of validity which have 
influenced studies and research involving validity inquiry in general psychological 
testing and in the language testing field in particular. They will be discussed in the 
following sub-sections. 
2.2.1 The multiple types of validity 
The first is the traditional approach where validity is classified into different types. 
The most common types are: content, criterion and construct validity. Other types of 
validity that have been labelled include discriminant validity; trait validity; factorial 
validity; structural validity; and population validity. Another common approach in 
validity inquiry in a, language testing context is to classify the kinds of validity 
according to the internal and external evidence gathered. To give a picture of the 
traditional perception of validity in which validity is characterised into different types, 
a summary is given, in Table 2.3 below. Internal and external validity consist of 
different types of evidence (hence, the different types of validity). The table also 
summarises the definition, importance and the method of each different type of 
validity evidence. 
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Table 2.3: Common aspects of validity in language testing context and their 
descriptions 
Types What is it? Why important? Common method 
of evidence 
Face validity Intuitive judgement As argued by Alderson, Interview or give 
about test's content by et al. (1995), performance questionnaire to students 
people whose is better if students are or teachers to ask about 
judgement are not aware of the face validity attitude and reaction 
necessarily expert. of the test. towards the content after 
taking/administering the 
test. 
Internal 
validity Content- Systematic judgement For test developers and 'Expert' judges compare 
related by 'experts' on the test users to know the test items with specified 
representativeness content of the areas criteria such as statement 
and/or sampling covered by the test items of objectives, theoretical 
adequacy of the to avoid under- framework or lists of 
content of the test. represented areas and skills. 
backwash (Hughes, 1989: 
22-23). 
Response Gathering of The process of getting to Questionnaires to 
information from test the response gives an students after the test on 
takers on how they indication of what the how and why their 
arrive at responses in item is testing. answers are produced that 
each item. way.. 
Concurrent Comparison of test Test users often ask if test Comparison of scores of 
scores of same taken at institution arc same students with 
candidate with some comparable with other selected external 
other measures which measures, especially measures such as self- 
are taken about the other standardised tests.. assessment, other test and 
same time.. teachers rating. 
External 
validity Predictive To find out how scores To determine the Correlate same students' 
in the test taken predictive utility of a test. test scores at the 
predict future beginning and end of 
performance. course. 
In Table 2.3 above, internal and external validity are used to differentiate between 
studies of the perceived content of the test and its perceived effect (internal validity) 
as opposed to studies that compare students' scores with other measures obtained 
from outside the test (external validity) (Alderson et al., 1995: 171). For example, 
when a test is constructed to assess writing ability in English for achievement 
purposes, test constructors must ensure that the test measures the ability to write in 
English in that context and for that purpose. A step further is to decide upon a 
strategy for validation. This strategy will involve deciding what are the multiple 
sources of evidence needed in that context. 
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Construct validity has not been discussed in the above table sununarising the common 
validity types in the language testing context because it may not be possible to 
distinctively classify construct validity evidence into either the internal or external 
validity since both types of evidence may contribute to construct validation inquiry 
(Alderson et al., 1995). Historically, the notion of construct validity grew out of 
efforts by the American Psychological Association in the 1950's to develop standards 
for adequate psychological testing (Bachman, 1990 and Gray, I997). The construct 
refers to the psychological domain, which `is a theoretical conceptualisation about an 
aspect of human behaviour' (APA, 1985). It has also been viewed as `mental ability' 
(Cronbach, 1971). In a language testing context, construct is viewed as 'an 
underlying ability or trait that is hypothesised in a theory of language', for example 
reading comprehension and writing ability (Hughes, 1989: 26). 
What then is the purpose of construct validation? As in other types of validity 
inquiry, it concerns evidence justifying the usefulness of the test interpretation, which 
in this context is the relationship between test performance and what a test is intended 
to measure. Gronlund states that construct validity, therefore, is about how well test 
scores can be interpreted 'in terms of some general psychological qualit>>' (1981: 81). 
Hughes refers to it as a 'demonstration to shoat' that a test measures ºu'hat it is 
supposed to measure' (1989: 26). 
Since validity inquiry in general is to find out if a test measures what it is supposed to 
measure, construct validity can be seen as a concept that can be incorporated in all the 
other types of validity that have been traditionally classified. This is a current view 
that has gained more recognition in psychological testing, which is discussed in the 
next sub-section. 
2.2.2 The unitary concept of validity 
In recent years, the status of the multiple definitions and types of validity has been 
phased out in favour of a more unified perception of validity. This more unified 
conceptualisation of validity is that constrict validity is the central or fundamental 
principle that subsumes all the other previously recognised aspects of validity 
(Cumming, 1995). The most influential and widely cited model which considers this 
conception of construct validity is that proposed by Messick (1989a, 1989b). 1-ic 
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argues that although validity has been traditionally perceived in terms of its functional 
worthiness (how well a test does its intended job), the approach to validity (mainly the 
content, criterion and construct validity) has neglected crucial forms of validity 
evidence- the social consequences and value implication of test interpretation and use 
(Messick, 1989b). Messick (1989a, 1989b) proposes a unified framework for 
classifying validity which essentially perceives construct validity to be central to all 
aspects of validity, and considers the value implications and social consequences. 
The model consists of two interconnected facets, which arc `source of justification of 
the testing' and `the function or outcome of a test'. The source of justification is 
based on appraisal of evidence or consequence, while the function or outcome of 
testing on test interpretation or test use. The four dimensions form a `progressive 
matrix' (Table 2.4) in which construct validity can be determined and systematically 
appraised. 
"fable 2.4 Facets of Validity by Messick (1989) 
Function or outcome of testing 
Sources of justification of Test interpretation Test Use 
the testing 
Evidential Basis 
Consequential Basis 
Construct validity Construct validity + 
Relevance/ Utility 
Construct validity + Value Construct validity + 
implication Relevance/ Utility + Social 
consequences 
The framework of the validity facets acknowledges that construct validity is 
essentially present in all validity considerations. The interpretation of the framework 
is described in Bachman (1990: 242-243) and can be summarised as follows. 
1. Messick's `evidential' basis for test interpretation and use requires the collection 
of evidence supporting the relationship between test scores and interpretation or 
use (Bachman, 1990: 243). The types of evidence to collect are the three general 
types: content, criterion and construct. 
2. 'Consequential' basis of justification can be summarised as: 
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" to justify the consequences of testing interpretation of a test score, evidence for 
construct validity must be gathered. At the same time, the value implications of 
this interpretation must be considered. 
" To justify the usage of the test score, in addition to the evidence for construct and 
value implication, relevance or utility of the usage of the test and the social 
consequences of using the test score must be considered. 
Two examples follow to illustrate how the framework can be applied in two different 
tests. The test in institution A in the example below is taken from Bachman's 
example (Bachman, 1990: 242) while test B is one of the tests used in the study of 
validity in this research. 
Institution A (ORAL TEST) 
Function: as an indicator of minimum competency in speaking to decide on the 
employability of a language teacher. 
Institution B (GLOBAL PLACEMENT TEST) 
Function: to decide whether students have sufficient proficiency in English to attend 
academic courses using English as the medium of instruction. 
In both cases, to justify the interpretation of tlle test scores, evidence has to be 
gathered to support the construct validity of interpreting each score as an indicator of 
the candidates' ability. In addition, the implication of the value of the test 
interpretation should also be gathered. Therefore, the language ability construct could 
be based on the same theoretical framework to define the ability or could be 
differently defined. For example, it could be based on the different skills that are 
geared to the different contexts of the tests. 
To justify the use of scores in the two tests above, arguments and evidence must be 
presented to demonstrate that the ability is indeed relevant and essential for 
employment (in test A) and success (in test B). In addition, the social consequences 
for candidates in both tests must be considered when decisions are made on the basis 
of both test scores. For test A, for example, what are the positive benefits of retaining 
only highly qualified teachers and screening out those who are not? At the same time, 
what would the consequences be for those who were rejected on the basis of their test 
scores? In contrast, in test B, what would the positive consequence be if only highly 
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proficient students were allowed to proceed in their academic subjects? At the same 
time, what is the negative consequence for students who have been prevented from 
taking the academic courses based on their test scores? Furthermore, in the context of 
Test B, both negative and positive consequences must be weighted in order to justify 
the validity of the test use based on the consequences it has on affected students. 
Publications in language testing which emerged after Messick's (1989a, 1989b) 
influential model have also similarly asserted the centrality of construct validation and 
the importance of consequences in language testing. The discussion of validity 
inquiry in language testing practices by Bachman (1990) was within the parameters of 
the evidential and consequential basis of test use and test interpretation. In addition, 
Alderson et al. (1995: 183) acknowledge that construct validity is `a superordinate 
form of validity to which the traditional concepts or types of validity contribute'. 
Similarly, the latest edition of the Standards for Educational Testing acknowledges 
the centrality of construct validity: 
Validity logically begins with an explicit statement of the proposed 
interpretation of test scores, along with the rationale for the 
relevance of the interpretation to the proposed use [... ] construct or 
concept the test intended to measure [... ] the construct is to be 
distinguished from other constricts and how it relates to other 
variables (AERA, APA, NCME, 1999: 9). 
In addition, unlike in an earlier edition of the Standards where validity was 
distinguished as the different types of validity, the latest edition discusses validity in 
terns of the different lines of validity evidence, which focus on the evidential and 
consequential bases of test use and interpretation. 
Similarly, recent research in language testing has also addressed the range of issues 
related to construct validity as outlined in Messick's model of validity. For example, 
Milanovic et al. (1995) address the evidential basis of test interpretation by focusing 
on the construct related evidence. Their study focuses on the Cambridge Assessment 
of Spoken. English which is based on a model of language proficiency. The feasibility 
and reliability of a new rating scale developed for the test was investigated. Similarly, 
in another study by Laurier (1995), evidential basis of test interpretation was the focus 
of a study to investigate the feasibility and efficiency of using a computer adaptive 
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test as a placement test for a French language course. In the study, the source of 
evidence, gathered was concurrent evidence where a pen and paper test was compared 
with a computer adaptive version of the same test. 
In addition to the studies that look at the evidential basis of test use and interpretation, 
recent studies have also focused on the consequential basis. The study by Wall and 
Alderson (1993) looks at the consequential basis of test use from a social perspective. 
They reported on an innovative approach to the study of `washback', in particular, the 
impact of a new English examination on language testing in Sri Lanka. The study 
took into account both the teachers' report about the effect of testing on their 
classroom practice and direct observations of classrooms. The findings relate to a 
number of consequences of testing related to test usc, and they suggest further 
questions concerning the possible extent of the effects of language tests on teaching 
practices. 
2.2.3 Validity model as a framework of this research 
Having reviewed the concepts of validity and the two conceptualisations of validity 
above, it is necessary at this point to decide on the validity model that best suits this 
research. It is first deemed necessary to devise the questions prior to the procedural 
stage. Considering that validity is `the degree of support for the interpretation of test 
scores' (AERA, APA, NCME, 1999) the criteria for validity in the context of the 
placement test in this research involved the following factors: 
A. The testing instrument 
1. What is the test for? 
2. Is the test suitable for its purpose? 
3. Who are the candidates for the test? 
B. The scores. 
3. What are the scores used for? 
4. How are the scores reported to the candidates? 
5. What is the basis for the criteria in scoring? 
C. The candidates 
5. What happen to the students aller taking the test? 
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6. Are there possible positive and/or negative consequences of the placement of 
students based on the scoring method, in the short and long term? 
As mentioned in Chapter 1, the objective of this research is to develop a coherent and 
cohesive methodological approach to the validation of a placement test. In order to 
do so, and judging from the crucial aspects related to validity formulated in the 
questions above, it is necessary to perceive validity as being more than the process of 
collecting the content-related, construct and criterion related evidence. However, 
evidence that is content, criterion-related and construct related is necessary to address 
the issues posed on the questions. The issues which arise in a placement test context 
may differ from other tests in an educational setting such as achievement, diagnostic 
and proficiency tests. Because of the nature of the test and the consequence it has on 
the candidates taking the test, in most institutional situations, placement tests are 
considered high-stakes (for example in Fulcher, 1998). As such, the concept of 
validity should be seen as meaning more than gathering validity evidence based on 
the traditional content, construct and criterion related criteria. This follows Messick's 
(1980,1989a, 1989b) argument that supporting score interpretation (in validation) 
with separate lines of evidence based on content, criterion-related and construct 
approaches is inadequate. It is argued here that in order to come out with a validation 
method which is coherent and which addresses the essential validity considerations in 
a high stakes test such as a placement test, the method should address both the 
function and justification of the test in question. 
A series of sources of evidence is outlined for the purpose of this research (c. f. 
Chapter 5): concurrent study, content analysis, cut-score study, parallel forms study 
and predictive validity study. The evidence not only justifies test interpretation and 
test use, but more importantly appraises the implications and consequences of the test. 
2.3 Conclusion 
The above discussions dealt with the two central concepts of the research: reliability 
and validity. Both reliability and validity are complementary aspects of the concerns 
in test development, use and test evaluation. Even though the two concepts arc 
discussed separately in this chapter (and the chapters discussing the findings of this 
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research), evidence for reliability may overlap with the evidence for one aspect of 
validity. At this juncture, these two fundamental aspects of reliability and validity 
investigations need to be discussed. Certain aspects of both validity and reliability 
study will also be discussed more thoroughly in the review of studies of language test 
validation. 
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Notcs: 
1 Further elaboration on the concept of how test length relates to reliability can be found in 
Crocker and Algina, 1986 and Henning, 1987. The mathematical relationship is apparent from the 
formula (Henning, 1987). 
2 The optimum number for the highest and lowest scoring group is usually 271/6 of the total 
number of students, even though some authors may advocate a higher percentage. 
3 Item difficulty may not be considered in item selection to maximise on test reliability as no 
item which is too difficult or too easy can possibly show good discrimination when the computation of 
the index involve the difference between the upper and lower group. Further elaboration on the DI 
properties can be found in Ebel (1972) and Crocker and Algina(1986). 
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Chapter 3: Research in Validation of Tests 
3.0 Introduction 
This chapter examines several selected research studies in the validation of tests. The 
studies include validation studies of institutional placement tests conducted at higher 
institutional levels, and studies involving tests used for diagnostic purposes. The 
review examines issues related to reliability and validity evidence that emerged in 
these studies and relevant to this research. A summary of the issues is then developed 
to produce an outline of important sources of reliability and validity evidence in 
placement test evaluation. 
3.1 Empirical studies of tests for diagnostic purposes 
This section will review studies involving diagnostic tests which identify students' 
strengths and weaknesses in language (ability level) and which ascertain the future of 
the students with respect to language (for example for selection, placement or 
exemption based on their language ability level). The research reviewed consists of 
validation studies that were conducted on tailor-made institutional placement tests, 
proficiency-oriented tests, as well as general studies of placement test evaluations. 
These studies are discussed with reference to the facets of validity each study focuses 
on. A full range of issues related to reliability and validity (in the classical 
conceptions and as outlined by Messick, 1989a, 1989b) are highlighted in the 
different studies. 
3.1.1 Evidential basis of test use 
Two validation studies which demonstrate the focus on the evidential basis of test use 
were carried out by Modu et al. (1975) and Liskin-Gasparro (1979). The central 
evidence for validation in these two studies was the appropriacy of the tests for 
placement. 
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One of the earliest studies in validation involving an institutional placement test was 
by Modu ct al. (1975). The study was conducted on the college level Advanced 
French Placement Examination in the USA. The test was offered to secondary school 
students so that they could gain credit whilst in school and be exempted from the first 
three levels of the French courses when they entered the participating colleges. Since 
the same test was also used as an achievement test for the third-year college Students, 
it was necessary to assess the appropriacy of the placement examination for granting 
placement and/or exemption at the college level. The aims of the study were to find 
out whether a) the performance of the successful secondary school students was 
comparable to that of the third year college students b) the test discriminated between 
the third-year and the second-year college French students. Therefore, the approach 
in the validation study was based on statistical comparisons of students' performance 
at the different levels. The performance of students in the secondary school level, the 
second-year and third-year college levels was compared. 
A similar study was later conducted on the Advanced Placement Spanish Examination 
by Liskin-Gasparro et al. (1979). The Spanish placement test was also used as an 
achievement test at the end of the third year at the participating colleges in the USA. 
Therefore, it was again necessary to investigate whether the test was appropriate for 
placement purposes for the secondary school students, and whether it was of 
appropriate difficulty for the third-year but not the second-year college students. The 
study, therefore, investigated the appropriateness of the Spanish placement test based 
on statistical comparisons between performances of students at the different levels. A 
similar approach was employed when performance of the successful secondary 
students, second-year college students and third-year college students was statistically 
compared. 
There is an important issue related to validation that arose in the two studies cited 
above. An approach that involves a comparison of performance between different 
groups should ensure that the groups compared are also validly comparable. That is, 
when different groups of students of differing backgrounds are compared based on 
their performance on the same test, it is important to ensure that they share a common 
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factor that contributes to success or failure in the test. In the case of the two studies 
above, it was expected that college students would do better than high school students 
in the same test. Similarly, it was expected that the third-year college students would 
do significantly better than the second-year college students. These expectations were 
based on the assumption that training in the language was the only contributing factor 
to students' performance in the tests. In other words, subjects were not subjected to 
differing variables that might have affected their performance in the test. Factors such 
as outside school experience and preparation for the test have to be taken into 
consideration when selecting subjects for comparison. In the two studies, for 
example, it was revealed that students who had experience in the foreign-language 
speaking country did significantly better than those who had learned the foreign 
language only in school. This factor was overcome in Modu et al. (1975) and Liskin- 
Gasparro's (1979) studies by identifying the students' different backgrounds. A set of 
questionnaires was given out to the sample students and subsequently statistical 
comparisons of the different groups of students were conducted. 
3.1.2 Multiple evidence for reliability and validity justifications 
In many cases, there is a need to evaluate the usefulness of the test use and 
interpretation based on the different facets of reliability and validity. Therefore, 
validation studies may entail multiple approaches to obtain evidence on the different 
facets. 
The study by Castillo (1990) illustrates an extensive validation approach which 
empirical data were gathered for the face, content, construct and criterion related 
validity (both concurrent and predictive validity) of the different sub-sets of the 
placement test. The focus of his study was the appropriateness of the usage of the 
tailor-made RELC English test at the SEMEO Regional Language Centre in 
Singapore as opposed to using a commercially available proficiency test. In addition 
to validity evidence, the reliability of the test items for all of the sub-sections of the 
placement tests was investigated. 
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The issues in Castillo's (1990) validation study included those pertaining to the 
logistical constraints of the methods used. Firstly, since the study involved gathering 
empirical evidence for many aspects of validity, it involved a massive amount of data 
and demanding procedures. In addition, the method of gaining the data may require 
multiple administrations of a single test and/or multiple designs of one test. For 
example, the empirical evidence gathered for evidential basis of the construct 
validation in Castillo's (1990) study was from the inter-correlations between sub-tests 
and total scores. A more elaborate tool such as the multi-trait method could have 
been used (see for example Bachman and Palmer, 1981 and 1982) for a stronger claim 
for construct evidence. However, if this were to be done, the extensive study would 
be more laborious as it would involve students taking and teachers constructing more 
than one test. In addition to obtaining validity evidence, as acknowledged in 
Castillo's study, having to gain reliability evidence of the subjective tests through the 
test-retest method is a demanding task. This is since students have to take the tests 
twice, and the researcher has to find a convenient time for the tests. 
The study by Wall et al. (1994) is another extensive validation study of a tailor-made 
placement test conducted at the University of Lancaster. Their study is one of the 
pioneering works which reports both the evaluation of their institutional test as well as 
the methodological approaches involved in the validation study. The approach in the 
University of Lancaster Placement test validation study is based on the use of 
traditional types of multiple empirical evidence to justify validity (see summary of 
their approach in Table 3.1 below). The data from the study was used to gather 
evidence for content-related evidence (face and content validity), construct-related 
evidence and criterion-related evidence (concurrent validity). For content-related 
evidence, questionnaires and interviews were conducted for face and content validity 
studies, respectively. Construct validity evidence was investigated based on the inter- 
correlations of the sub-sets of the placement tests and the total test scores. A few 
different methods were used to obtain concurrent validity evidence in their study. 
They included self-assessment by students, assessment by subject tutors and language 
teachers, and correlation of the placement test with other measures of EFL proficiency 
tests. In addition to validity evidence, reliability in their study was based on the 
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classical method of consistency of assessment. Thus, they focused on the consistency 
of the marking of the tests. Samples of some of the sub-sets of the test were double- 
marked to report inter-rater reliability. 
Table 3.1: Summary of Validation Study on the English Language Placement at 
the Lancaster University (Nall et al.: 1994) 
Evidence Methodology 
Face Questionnaire to students 
Validity Content Interview language teachers to sec if test match the skills taught 
Construct Inter-correlate of subsets of placement test scores and the total test 
scores 
Concurrent a) self-assessment by student 
b) subject tutor assessment 
c) language teachers' assessment 
d) language teachers' view on placement of students in class. 
e) correlation between placement and the other measures of EFL 
proficiency tests 
Reliability random double marking of sub-sets of test scripts 
The significant issues that emerged from Wall et al's (1994) validation study relate to 
the limitations of the methods employed. The main problem identified in the method 
used related to the criterion-related evidence. Wall et al. acknowledged that their 
main difficulty was in gathering convincing justifications for external evidence using 
external criteria. This occurred when subject tutors and language teachers were used 
as respondents, and when other tests were used for comparison (Wall ct al, 1994: 
341). 
Firstly, Wall et al. (1994) acknowledged that it was not easy for language teachers to 
make judgements about their students. They found that teachers expressed difficulty 
in judging students in their classes who were deemed misplaced after the placement. 
Secondly, the subject tutors found that the timing of the questionnaire affected the 
response data. For example, some reported that the allocation of time for evaluating 
individual students was insufficient to allow proper evaluation of their students' 
language ability. Thirdly, the teachers found the questions unsuitable. For instance, 
difficulty emerged when the tutors had to assess specific skills in the language. They 
found that more than half of their respondents were unable to evaluate their students' 
comprehension of academic books when they were asked to evaluate the reading skill 
of individual students. This was because there was a limited opportunity to make 
specific judgements on the basis of the nature of the academic course. Fourthly, they 
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acknowledged a problem when the comparison for concurrent validity involved 
criterion tests. They questioned whether it was suitable to correlate tests that were not 
of the same kind, i. e. how to interpret correlation between `prc-achievement' 
placement tests and `proficiency' oriented tests. 
Fulcher's (1997a) study of a placement test offers another significant contribution to 
the study of methods for evaluating placement tests. His study described a reliability 
and validity study of the placement test at the University of Surrey. In addition, it 
also highlighted the administrative and logistical constraints of the approach used (sec 
Table 3.2 for overview of the study). The multiple evidence of reliability and validity 
of this study is summarised in Table 3.2 below. 
Table 3.2: Study on the English Language Institute Placement Test at University 
of Surrey (Fulcher, 1997a) 
Evidence Method 
1. Validity a. Construct Correlational and Principle Components Analysis 
b. Concurrent correlation between TOGFL and Placement scores 
c. Content Comments by three subject specialists 
d. Face validity Feedback from students 
e. Cut off scores 
study 
Compare results of scores between non-referral and 
referral groups based on cut off score set through pooled 
judgement 
2. Reliability a. Inter-rater and intra-rater analysis on writing section. 
b. fitting a logistic model using multiple forms. 
Fulcher's (1997a) study offers significant contributions (in terms of methodological 
approaches) to the study of validation study of a placement test. The first is that the 
study incorporates both classical measurement theory and modern test theory to 
provide empirical evidence to justify aspects of the reliability and validity of the test. 
Fulcher (1997a: 127) demonstrated that the use of statistical differences between the 
group that was referred to, and the group that was exempted from the language 
support classes was alone not sufficient to justify the adequacy of the cut-off scores. 
In addition to the classical statistical differences, he also demonstrated that with the 
availability of more powerful statistics, (i. e. the ability estimates and standard error 
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from Rasch), a range of ability estimates based on the each score could be calculate(l. 
Subsequently, this enabled a comparison between the possible range of score and the 
raw score as well as the Band. The application of the robust Rasch Model statistics 
was discussed in the previous chapter (c. f. Chapter 2, section 2.1.2.1.3)) and can be 
found elaborated in many research studies in the language testing (see for example 
Choi, 1992 and Perkins and Brutton, 1993). 
Another significant issue in validation highlighted in Fulchcr's study is the 
relationship between test length and reliability estimates. Adding more items in a test 
may increase reliability (c. f. Chapter 2, section 2.1.1.11), but Fulchcr (1997a) 
demonstrated how and whether test length is a factor in achieving a desired level of 
reliability. In a high-stakes test such as the University of Surrey Placement Test, it 
was necessary to achieve a relatively high reliability value. I-Iowcvcr, adding more 
items does not necessarily justify the increased costs of item writing and test time. In 
such cases, information on test length and the desired reliability value is one useful 
piece of information in a validation study. 
The ELTS validation project report by Criper and Davies (1988) is another example 
of a validation experience which needs to be reviewed. Even though the study was 
not conducted on a placement test per se, the ELTS does sometimes function as a 
placement instrument in some contexts. For example, the test is used in many UK 
universities not only to decide about admission, but also for after 
admission/placement decisions. 
Criper and Davies' (1988) study investigated the validity of the design and application 
of the first version of the ELTS for overseas postgraduate students studying in the 
UK. Multiple lines of reliability and validity evidence were gathered. A summary of 
the focus of validation and methods used in the study is given in Table 3.3 below. 
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Table 3.3: Summary of validation study of ELTS by Criper an Davies (1988) 
Types of evidence tier Method involved 
1. Concurrent validity a. Statistical comparision of students' 
performances on ELI'S with other existing 
tests (i. e. ELBA, and 1: 1''1'13) 
b. Judgement by supervisors, language tutors, 
and students themselves 
2. Predictive validity a. Statistical correlation between ELTS at the 
beginning of the year with 
- the end of the period of study. 
- Language level at the end of the courses 
- Retest of LETS at the end of the academic 
year 
b. Correlation of LLTS results at the beginning 
of the year with 
- Supervisor's assessment 
- Students' own assessment 
3. Face and Content validity a. Questionnaires and interviews with students. 
b. Analysis of content of tests and tests' 
specifications by experts and test writers. 
4. Reliability study a. Internal consistency and item analyses 
b. Test and re-test procedure 
Several important issues in validation came up in their validation study. The use of 
success and failure at the end of an academic course as predictors posed certain 
limitations to the ELTS predictive validity study. The problem of defining the 
criterion of success in their study had two aspects. First was the issue of standards in 
different institutions (the study of ELTS involved different institutions in the UK and 
in other countries) and second was the inadequacy of Pass/Fail as the criterion for 
success. In the use of Pass/Fail, problems emerged not only regarding the dilemma of 
how to classify withdrawals, but also the problem of how to classify the different 
levels of degree awarded at the end of the course of study. For example, they 
discovered that a student might have registered for a degree course at the beginning of 
his study but ended up being awarded a degree or certificate of a lower level at the 
end of the course of study. 
According to the ELTS report, a less severe problem in the validation project related 
to samples for the study. Firstly, 28% of the subjects in the predictive validity study 
scored 7 or above in the ELTS (Criper and Davies, 1988: 59). This reflects the fact 
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that comparatively few students with low ELTS scores are admitted to Britain for 
postgraduate studies. This means that the sample for such study was skewed or 
truncated towards the best candidates. The low scorers should have also been 
included in the sample in order to better measure the success of the ELTS. An 
alternative approach is to do a follow up study to investigate the academic progress of 
contrasting groups based on their achievement in the ELTS (top scorers vs. low 
scorers). Secondly, although data from the ELTS study involved samples from 
postgraduate students, in reality only a few students failed in their postgraduate 
studies. Thus this presented a limitation in the predictive validity study. 
3.1.3 Evidential basis of test use and interpretation with focus on criterion 
related evidence 
There have also been validation studies of proficiency-oriented and tailor-made 
placement tests that focus on criterion-related evidence as a source of justification of 
test interpretation and use. The sources of evidence that these studies focus on are 
concurrent and predictive types of evidence. Studies of proficiency-oriented 
placement tests tend to focus on predictive evidence as the primary justification. This 
is because proficiency-oriented tests are concerned with the standard expected of 
students to enable them to perform, and students' future needs in educational contexts 
(Moller, 1976: 3). Furthermore, when students enter tertiary education, what matters 
to them is whether they are successful in their academic subjects and whether they 
have enough English for that end (Davies, 1984: 53). Therefore, evaluation of 
placement tests needs to demonstrate the extent to which placement test scores reflect 
how well the students will do in their academic courses. 
The focus of evidential basis of test interpretation based on predictive evidence is 
apparent in the studies by Moller (1976,1982). In addition to construct and content 
validity evidence, the focus of his studies was predictive validity evidence. He 
asserted that since a proficiency-oriented test is based on the constructor's concern for 
individual ability to use the language adequately (where the language is the medium 
of instruction in tertiary level education), there should be evidence to show how well 
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it predicts students' ability to cope with their courses. The methods used in Moller's 
studies (1976,1982) included ratings by tutors of the language adequacy and 
improvements in the language ability during their academic courses. Mollcr argued 
that while the criterion of success could be through correlation with academic success, 
judgement by tutors would be more appropriate as they would have a better 
knowledge of students' language ability over the period of time the students attended 
their courses. His approach therefore differs from the common practice, which 
normally uses academic achievement as the criterion for success. The method used 
complied with the rationale that achievement is better measured by ability to use 
English for specific tasks in the subject or course taken. 
Another study that addressed both the criterion-related evidence (concurrent and 
predictive) in the validation of a tailor-made placement tests was by Lynch, (1994). 
Lynch's study evaluated the Test of English at Matriculation (TEAM) that was used 
at the University of Edinburgh, and focused on the concurrent and predictive validity 
of the test. For concurrent validity evidence, comparisons were made between TEAM 
and several other tests. The tests included the ELTS, EPTB (English Language 
Battery Test) and a cloze reading test for EAP placement purposes designed by the 
Institute of Applied Language Studies at the University of Edinburgh (IALS). 
Predictive validity was established by comparing TEAM scores with academic 
outcomes. 
Lynch identified several limitations in his study. Firstly, he acknowledged a 
limitation in interpreting the correlation results of the TEAM with other language tests 
because there was a time lapse between taking the different tests. Secondly, and more 
importantly, was the problem of establishing the appropriate criteria of academic 
success. Since the data was gathered from samples consisting of students from one- 
year taught postgraduate courses, three questions emerged when establishing the 
criteria for the predictive validity study. Firstly, if Pass and Fail distinctions were 
used, this would lead to a disregard for distinction and borderline cases. Secondly, 
the Pass and Fail criteria were inadequate to differentiate the different degrees of 
passes that are offered by Edinburgh University (Pass at Master's level, Pass at 
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Diploma level and Fail) (Lynch, 1994: 70). Lastly, the use of Pass and Fail criteria as 
indicating success in an academic field was based on an assumption that the standards 
are the same across the different fields of study. 
The problem with establishing the criteria had already been addressed by Davies 
(1984), in his experience with the validation of EPTB (English Prolicicncy Testing 
Battery), ELBA and ELTS. The experience of validating the three tests for their 
concurrent and predictive validity evidence raised several important issues. Firstly, 
similar to Lynch's (1994) experience with using Pass/Fail category of criterion of 
success in a predictive validity study, Davies also found that the Pass/Fail category 
was inadequate for representing all possible outcomes of a course. In the ELBA 
validation, for example, the Pass/Fail criterion failed to take into account the students 
who withdrew from the course before the end of the semester. 
Moller (1982) tried to overcome the problem of relying solely on academic 
achievement as the criterion for academic success in a predictive validity study. The 
source of evidence was substantiated by tutor's assessment on how well the students 
progressed in their academic courses and on their language adequacy during their 
course of study. He argued that tutors' judgements are more reliable in determining 
whether language or academic ability is the principal factor affecting academic 
success. However, the problem of using the teacher's judgement has been addressed 
elsewhere. For example, Davies (1984) questioned the suitability of correlating exam 
results with multiple teachers' judgements of a student's language proficiency. He 
argued that it might not be reasonable to summarise or average the ratings by teachers 
when more than one teacher's perception about student's language adequacy was 
used. In addition, there may be a tendency for teachers to apply different standards in 
rating varying groups of students. For example, Davies' (1984) experience in the 
ELBA predictive validity investigation indicated that students of certain countries 
were consistently rated lower than those from other countries. Davies concluded that 
this inconsistency in rating could possibly happen when teachers apply different 
standards in rating students of different backgrounds. 
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3.1.4 Consequential basis of test use 
The final three studies that are cited in this section address, in Messick's (1989a, 
1989b) terms, the consequential bases of the function or outcome of a given test. The 
significant studies which have addressed these related facets of justifications were 
carried out by jumbo (1993), Frisbie (1982), and Schmitz and DelMas (1991). 
An example of an empirical study investigating the meaningfulness and utility of a 
placement test in the context of consequential basis of justification is by Zumbo et al. 
(1993). Their study on the placement test at Carleton University attempted to look at 
the problems arising from statistically analysing reliability from the existing data. 
The aim of the study was to investigate the consistency of classification based on the 
placement test by exploring the data in the psychometric method. This was achieved 
by gathering data from a single or multiple administrations of the listening and 
reading sub-sets of the Carleton University placement test. 
What was significant in their study was the problem highlighted in the use of 
psychometric statistics to calculate classification reliability. Firstly, they found that 
the sub-sets of the placement test mostly consisted of items with different 
questionning formats. Multiple questionning formats are commonly found in 
language tests. For example, a reading test may consist of partial credit and 
dichotomously scored items. However, in Zumbo et al. 's (1993) study, it was not 
possible to investigate the reliability of the classification through a single 
administration because the test items did not conform to the psychometric models, 
mainly because the items were not dichotomously scored and were statistically 
dependent. Therefore, the mathematical calculation for consistency of classification 
based on a single administration model by Huynh (I-Iuynh, 1976 cited in Zumbo et at., 
1993: 15) was not viable in their study. Zumbo et al. 's (1993) experience is not 
necessarily an exceptional case. A review of literature has shown that most 
institutional placement tests commonly include different question formats, 
particularly when they lest different skills. Therefore, there may be a common 
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problem in employing certain statistical tools when the test data do not conform to the 
statistical requirements of the psychometric model being used. 
When facing the problem of the feasibility of analysing data such as in the study by 
Zumbo et al. (1993), the researcher has two choices. One is to modify the data to suit 
the statistical requirement needs and the second is to use a different methodology. As 
seen in the CAEL study by Zumbo et al., one solution was to change the future format 
of the test items so as to conform to the psychometric statistical requirements. This 
may not be a realistic resolution. Experience and studies have suggested a need for, 
and the advantage of, measuring different forms of skills and language abilities 
through different elicitation formats (Shohamy, 1984 and Bensoussan, 1984). 
However, the second alternative as used in Zumbo et al. 's study was to conduct a 
multiple administration of the reading and listening tests. Subsequently, estimates of 
classification consistency were produced. They were able to calculate the proportion 
of students who were moved up or down in the classification based on the second 
administration of the test. Yet again, in order to conduct a multiple administration of 
different sub-skill tests in itself poses constraints on the researchers and the people 
involved. As has been demonstrated in other studies such as Criper and Davies 
(1988) and Castillo (1990), any method that involves the multiple administration of a 
placement test is demanding. It not only involves constructing an equated for ill of the 
same test, but getting students to participate in another test, and scheduling the test at 
a convenient time. 
In a non-empirical study, Frisbie (1982) discussed methods for evaluating a placement 
system. Even though the report did not produce any empirical study on any specific 
placement test, it suggested several significant mechanisms for evaluating the various 
aspects of a placement system. The primary purpose of a language placement test is 
to make the best possible judgement about a student's current level of ability, and 
subsequently to make placement decisions about where to place a student in an 
instructional sequence. Therefore, it is crucial to gather evidence on the functional 
impacts of the tests, which may include the intended and negative effects of the test 
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use and interpretation. Frisbie (1982) suggest methods which address the 
consequential basis of justification. A summary of the proposed methods of 
evaluation of placement is given in Table 3.4 below. 
Table 3.4: Summary of proposed methods of evaluation of placement test by 
Frisbic (1982) 
Evidence for Purpose Method 
1. Validity a. Cut-off score study Placement at the end of the 
semester in each course in sequence 
and cross tabulation of scoics with 
Course grades or final 
comprehensive exams 
b. Gain score study Correlation of pre and post test 
c. Follow up study Compare scores of direct entry 
students to a course sequence with 
the scores of students who entered 
the sequence from a previous level 
d. Treatment study Multi-treatment intcratction by 
assigning students rawdomly to 
diffrcrcnt treatment or courses after 
placement results. 
c. Face validity of placement I. Questionnaires to students to 
decision gain information regarding 
placement decisions. 
2. Qualitative data from teachers 
through questionnaires for 
information about course and 
placement scheme. 
2. Placement decision achievement To measure achievement of Compare the achievement of 
placement based on placement- students who did enter 
enrolment comparison recommended classes in their 
course grades with those who did 
not enter. 
The guidelines proposed by Frisbie (1982) extend the sources of justification for 
validity by looking at how effective placement decisions are based on different 
aspects and proposed methods. For example, the comparison between those who 
went through placement and those who did not (see Table 3.4, Placement decision 
achievement) provides the assessment of the consequences of language test use on 
individuals. In addition, the treatment study can also provide evidence to enable 
assessment of the impact of the placement system on individual students and 
educational achievement. 
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Another empirical study that highlights the consequential justifications of test use is 
Shinitz and DclMas (1991). They primarily focused on the issues relating to the 
validity of decisions based on a placement test. They claimed that their 
methodological approach was based on Messick's view that validity is a judgement 
concerning the degree to which inferences and actions based on test scores are 
appropriate. They concluded that validation should thus also include the conclusion 
drawn from the scores applied in the context of the placement test. Guidelines for a 
validation study were offered, which included those that incorporated issues 
pertaining to mastery and non-mastery distinctions; contribution of placement on 
course grades; rate of course success based on cut-off scores; and the relationship 
between standards and course success. They conducted an empirical validation study 
on the Writing and English Expression Placement Test (WEEPT, which is one of the 
tests in the Comparative Guideline programme used by many colleges in the United 
States). A summary of their study and the methods used are given in Table 3.5 below. 
Table 3.5: Summary of WEEI'T study by Schmitz and DelMas (1991) 
Purpose Method 
1. Validation of placement contribution to course Done before placement decision. Comparison of 
grades course grades of students from placement decision with 
those of direct entry. 
2. Predictive validity of placement Multiple regression using high school cumulative grade 
point average (CGPA), ACT English and \VEEPT as 
independent variables. 
3. Cut-off scores study Measuring course success (hit rates) base on three 
different cut-off scores. 
4. Correlation between course success and other Correlation of CGPA with other course grades. 
criteria representing desirable standard 
3.2 Aspects of test validation 
Having reviewed the research on validation above, it is now necessary to draw a 
summary of what can be gained from the review and how it relates to this research. 
This can be divided into three aspects. 
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3.2.1 Feasibility of a validation study 
As can be seen in the validation studies cited above, validation may focus on one 
aspect, or on multiple aspects, of the reliability and validity justifications. Although 
validity evidence may be considered more important than reliability (as many test 
validation reports focus on validity alone), a complete and sound validation needs to 
crucially include both kinds of justifications (reliability and validity). However, this 
may entail an extensive study that requires a huge amount of data (to be collected) 
and statistical analysis for empirical evidence. Therefore, to conduct such a study 
alone may not be feasible. 
Since this research is based on the EPT conducted at the HUM, an extensive 
validation study may include the two parts of the EPT and all the sub-sets of the EPT 
(see Chapter 1, section 1.1.3, Figure 1.1). However, it is not feasible for this to be 
conducted by one researcher given the time frame. Therefore, only the Core and 
reading sub-set of the EPT are included in this study (see Chapter 3, section 5.4, Table 
5.8 för a summary of this research). Although this may mean that the overall 
reliability and validity of the EPT system cannot be established, the approach does to 
address the primary concerns about the reliability and validity of the EPT in the HUM 
context. 
3.2.2 Logistics and constraints in the methodological approaches of placement 
test evaluation 
Other factors in validation studies that can be drawn from the review concern logistics 
and constraints. These need to be considered in conducting the present research. 
They can be categorised into four major areas, which are: 
" Subjects 
" Judgement 
" Time 
" Nature of data 
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Subjects 
The subjects in this research mainly consist of students who sat the EI'"1' in HUM. 
One of the problems in many of the validation studies is sufficient student 
participation. This is more difficult if the research is carried out when students have 
already attended courses (academic or language support) in the institution, and when 
the method requires multiple administration of a given test with the same group of 
students. The second observed constraint pertaining to subject is in the selection of 
the sample. In some instances, the analyses of data ended up with a truncated or 
biased sample (for example, Criper and Davies, 1988). Therefore, two considerations 
need to be taken into account in conducting this research: sufficient subjects for 
empirical studies and sample selections to avoid a truncated sample. 
Judgement 
This concerns methods which require the comparison of different sets of tests and 
judgements by individuals. From past studies, three areas have been identified to 
possibly cause limitations to the method that requires judgement, which involve: 
" Standards 
This concerns methods of comparing success from different departments, schools or 
institutions. It has been demonstrated in Davies (1984) and Criper and Davies (1988) 
that there are problems when judgement about success is based on academic 
achievement. When the Pass/Fail criterion is used, the assumption is that all of the 
academic schools and universities involved use the same standard. 
In this research, such concerns are considered in relation to predictive validity study. 
To ensure that the criteria for academic success are consistent for students in various 
academic programmes, the criterion chosen is success in a course taken by all the 
subjects. 
0 Individual perceptions 
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This concerns consistency in rating among different raters. As highlighted by Davies 
(1984), judgements by different raters have to be treated with caution. Individual 
judgements can be affected by different factors such as differences in perceptions and 
the application of standards. 
" Parallclism 
This concerns the use multiple tests for comparability studies. Parallelism is an aspect 
investigated in many studies that compared TOEFL scores with other English 
Language Proficiency tests for concurrent evidence. One assumption in this kind of 
comparability study is that the two tests compared measure the same sub-sets of 
language ability. Geranpayeh (1994) reported a study that questioned the 
comparability of the two EFL tests, TOEFL and IELTS. 
Time 
Three areas of difficulty in timing have been identified. They are 
" Tinging of administration of tests 
When the method involves the administration of multiple tests, researchers are often 
faced with the time-lapse factor. Concurrent evidence requires the administration of 
tests at the same time. However, the feasibility of achieving this goal is limited when 
the researcher has to deal the participation of volunteers. A further problem is the 
identification of a convenient time to conduct the test. Studies in concurrent validity 
often reported that caution is necessary in interpreting results because of this 
constraint. 
9 Timing between judgements by aides 
The time lapse between judgements also may affect the empirical results. An 
example occurs when teachers are required to give judgements about whether an 
individual student should be admitted to a particular level at the beginning of the 
semester. Some studies have reported that by the time the teachers arc able to give 
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any judgement, classes may have started. The judgement thus may not be accurate as 
the time lapse may have affected the students' level of proficiency (because of 
teaching or exposure). 
" Time for scheduling 
Another constraint due to timing occurs when the method requires the scheduling of 
extra tests, interviews, or even marking of the tests. When the method chosen 
involves conducting tests or interviews, the researcher may be unable to accomplish 
the goals on time. As it may involve participation from students and staff at the 
institution, this may entail taking the extra time from those involved. 
Nature of data 
The last constraint concerns the data in analyses from empirical studies of reliability 
and validity. It was, for example, demonstrated in Zumbo et al. (1993), that the nature 
of data is problematic if it does not conform to statistical requirements. Analyses 
using modern test theory (Rasch Model) are restricted to the test items that can be 
dichotomously scored. 
3.2.3 Sources of reliability and validity evidence for a placement test validation 
The most important aspect of validation is `what are the important and necessary 
sources of reliability and validity evidence to gather in a placement test validation 
context? '. The design of a validation study involving a high-stakes test should 
comprehensively include a full range of sources of evidence addressing the 
meaningfulnes and interpretability of the test. This applies to both the reliability and 
validity justifications. 
Therefore, in the reliability study, both the classical and modern approaches for 
reliability are employed. With the exception of Fulcher's (1997a) empirical 
validation study (see above), placement test validation studies which incorporate both 
these methods are rarely found in the literature. The aim of incorporating both the 
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classical and modern approaches is to maximise the amount of information gained 
from both methods. 
Similarly, the validity facets of this research address a full range of validity issues that 
are important in placement test validation. They, therefore, need to address both the 
evidential and consequential bases of test use and interpretation. A discussion of the 
different facets and why they are important follow. 
3.2.3.1 Evidential basis of test interpretation 
The sources of evidence can be divided into three main types. They are discussed 
separately in the following sub-sections. 
3.2.3.2 Criterion related justification 
Criterion related justification in a placement test evaluation concerns the level of 
agreement between the placement test scores and other measures (concurrent validity) 
and the predictive power of the test (predictive validity). The significance of the two 
justifications with reference to placement test evaluation will also be discussed. 
3.2.3.2.1 Concurrent evidence 
Concurrent evidence in placement test evaluation was gathered in the different studies 
for different purposes. For instance, institutions that conduct tailor-made placement 
tests are often questioned about the comparison between the test conducted and 
readily available standardised tests such as TOEFL and IELTS. This could be 
because students or parents are more familiar with the commercially available tests. 
Furthermore, it could be that some may have taken the test prior to entering the 
institution, thus the question of how, and to what extent these tests arc different from 
the institutional placement tests. In either case, institutions that conduct their own 
placement tests must provide the necessary comparative information. 
Secondly, some institutions may decide to substitute the test used with another 
proficiency test for the purpose of placement. If this is the case, the institution has to 
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provide information about how similar the tests are in terms of content, difficulty and 
variance shared to ensure the same standard is maintained. In this case, concurrent 
evidence is needed to justify the comparability. 
Lastly, comparison in concurrent validation should also be done to gauge the 
comparability between the placement test scores and the judgement made by students 
or aides such as subject tutors or language teachers (Criper and Davies, 1988; Wall et 
at., 1994 and Fulcher, 1997a). The prime purpose of such evidence in the validation 
of placement tests seems to centre around getting evidence on how well students 
themselves are able to provide information about their own language ability level. 
The required information may also need to show how well the teachers or aides can 
provide information on language ability compared with information gained from test 
scores. 
In this research, the concurrent type of empirical evidence needs to be included. This 
is necessary in order to find out: 
a) how the EPT compares with other existing proficiency tests 
b) how students judge their own ability level. 
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3.2.3.2.2 Predictive evidence 
Placement tests in higher institutions are conducted in the belief that a certain level of 
proficiency in a foreign language is necessary for success in tertiary level education. 
A number of studies have been attempted to determine whether there is indeed a 
relationship between English language proficiency and the academic performance of 
ESL students at the tertiary level. Even though many standardised tests, class scores 
and other measures have been used to determine the proficiency of English amongst 
the students (in predictive validity studies), TOEFL remains the most commonly used 
measure (Abdullah, 1998). At the same time, a review of predictive studies revealed 
that grade point average (GPA) in tertiary education is the most common criterion 
used as an indication of success (Rosberg, 1983; Light, Xu and Mossop, 1987; Guc 
and Holdaway, 1973 and Abdullah, 1998). Some of the strongest correlations 
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between TOEFL and GPA were found in Gue and Holdaway (1973) in which a study 
was conducted at the University of Alberta, Canada involving 123 Thai graduate 
students (cited in Graham, 1987). 
One of the most comprehensive studies reviewing studies of predictive validity is by 
Graham (1987), who reviewed 18 studies involving subjects from different education 
levels, and which used different measures of English language proficiency. The 
results of the studies reviewed were mixed. The findings revealed different kinds of 
conclusions which were: 
" There was little relationship between English language proficiency and academic 
success. 
" There was no clear conclusion about the relationship, or 
" There was clear conclusion about the positive relationships between English 
language proficiency and academic success. 
One study, which investigated the relationship between language proficiency and 
academic success, was by Vinkle and Jochems (1993). The study also investigated 
the relationship between academic success and age. The subjects were 90 Indonesian 
engineers who were on a one-year English-medium course at the International 
Institute for Hydraulics and Environmental Engineering (11-1 E) in Dclft, Netherlands. 
The results indicated that TOEFL scores and age for the whole sample correlated 
significantly (r= 0.50, p<0.002 and r= 00.42, p<0.002, respectively) with the Initial 
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Exam Score Average (IESA). They, therefore suggested that to a certain extent, 
lower English proficiency and older age tend to go together with lower academic 
success (Vinke and Jochcros, 1993: 279). It was also found that students with TOE1'L 
scores of below 450 (the mean TOEFL score for the total sample) earned significantly 
lower IESA scores than students whose TOEFL scores were above 450 (t= 4.63. p< 
0.002). Similarly, when the subjects were grouped by age, it was found that those 
who were younger than 33 years (the mean age of the sample) did significantly better 
in the IESA than those older than 33 (t=3.03, p<0.01). A further statistical analysis 
was conducted to determine the interactions of age and English proficiency on the 
academic success of students of the different groups (according to TOEFL sub-groups 
and age groups). A partial correlation was conducted in order to find out a) tile. 
relationship between English proficiency and academic success if all the students had 
the same age and b) the relationship between age and academic success if all the 
students had the same English proficiency. The findings were: 
" academic success was only related to English proficiency for those who scored 
above 450 in TOEFL, 
" the relationship between English proficiency and academic success was stronger 
for the younger students than for the older students, 
" the relationship between age and academic success was negative for both the 
young and old students, 
" an increase in age tended to go together with a decline in academic success 
irrespective of the students' level of English proficiency. 
The findings in Vinke and Jocheros, therefore, suggested that an improvement in 
English proficiency increases the chance of academic success only within a certain 
range of TOEFL scores, and an increase in age tends to lower the chance of being 
academically successful, irrespective of level of English (Vinke and Jochems, 1993: 
281). 
The study by Light, Xu and Mossop (1987), on the other hand, specifically looked at 
TOEFL scores and academic performance (as measured by Cumulative Grade Point 
Average or CGPA) of 376 graduate international students at the State University of 
New York at Albany. The analyses involving grade point average, graduate credits 
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earned and academic majors indicated that TOEFL scores were not effective 
predictors of academic success at the graduate level. The findings also questioned 
the rationale for using TOEFL scores of above 550 as cut-off scores, since those who 
scored below 550 were found to be successful in their studies as well. Nevertheless, 
there were higher correlations between TOEFL scores and GPA for the humanities, 
fine arts and social science students than for science, maths and business students. 
A study, which analysed the relationship between language proficiency and academic 
success using other language proficiency tests as the predictor, is found in Ulibarrri, 
Spencer and Rivas (1981). Their study used achievement in maths and reading 
courses that were taught in English as the criterion for success. They found that 
language data were not useful in predicting academic achievement in the courses. 
However, ratings from teachers and school aides were more significant predictors of 
student success. 
A more recent significant study in placement testing is that of Bers (1994) which 
analysed the academic record of non-native English speakers among college students 
in a public school in a suburban mid-western district in the United States. The study 
compared the achievement level of those students who took the placement test and 
attended ESL courses, and those who did not. It was found that the success level of 
the two groups was not substantially different. 
One of the few studies which looked at undergraduate performance and English 
proficiency was conducted by Abdullah (1998). She reported the findings of a study 
carried out on 568 students at the credit transfer American degree programme at the 
MARA University of Technology (UITM) in Malaysia. In addition to English 
language proficiency, the study with the Malaysian students also aimed at finding out 
if there were other variables, apart from language (measured by SPM aggregate 
scores, Maths results in SPM, age and programmes of study) that could be identified 
as contributing to students' academic success. A strong and significant correlation 
was found between TOEFL scores and CGPA (r=0.2804, p=000). In addition, further 
analyses led to the conclusion that students with higher TOEFL scores were more 
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likely to succeed based on CGPA or on the graduation rate. The only other variable, 
which showed a significant correlation with success, was SPM aggregate score (but 
not other variables such as: Maths; gender differences; and programmes of study). 
Abdullah concluded that English proficiency is only one of the factors that could 
affect academic success. 
Indeed, many predictive studies have concluded that non-academic factors can play 
significant role in predicting academic success. Factors such as motivation, age and 
background of study are among other factors that have been identified (Guc and 
Holdaway, 1973; I-Io and Spinks, 1985). Another significant factor was found in Siti 
Nordinar et al. 's (1997) study at the UITM. They found that difficulty in adjusting to 
the `American system' of education (in terms of continuous assessment) was a 
contributing factor to lower CGPA scores. 
Mixed findings on the relationship between academic success and language 
proficiency only affirm that the relationship is still inconclusive. Many causes have 
been given for the inconsistency in findings which included: limitation in the 
methodology (Graham, 1987); incomplete data (Vinkle and Jocheros, 1993); and the 
problem of criteria for success (Wall et al., 1994 and Criper and Davies, 1988). For 
example, we might consider an investigation on predictive validity which uses 
TOEFL as the measure of language proficiency at an entry level to an institution. The 
use of TOEFL can be questioned, as the test items do not necessarily require the same 
kinds of skills as in the academic courses in the institution. 
Despite the non-conclusive findings on the relationship between language proficiency 
and academic success, it is important to conduct a study to investigate the predictive 
utility of a placement test. The main purpose of placement tests is to ensure that 
academic success is primarily clue to academic ability. In other words, successful 
placements ensure that the language factor does not affect academic success. 
Therefore, this means that placement test scores are expected to provide an indication 
of the success or failure (the predictive utility) of a student in his/her academic study. 
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Information on predictive utility is important not only to the institution but to the 
students as well. Students entering an institution which conducts placement 
procedures may have to spend additional hours on language support courses, and may 
not graduate within the minimal period and/or may have to spend more on fees. Thus, 
it is imperative that the institution conduct a study to investigate the predictive utility 
of the instrument used for the purpose of placement. Ideally and equally important is 
a study which can evaluate the language support courses and progranmmes, and how 
these relate to academic success (Bers, 1994 and Abdullah, 1998). 
This research therefore, investigates: 
a) the relationship between EPT scores and success in an academic subject 
b) other factors that may contribute to academic success. 
3.2.3.3 Consequential basis of placement test use 
Another facet of justification important in the evaluation of placement tests is 
justification for the utility function of the test. Since the function of placement tests is 
to decide whether students have to take language support classes or can go straight to 
the ordinary academic courses, two areas are seen as pertinent. They arc: the 
justification for classification consistency; and cut-off score validity. These two areas 
are interrelated and thus will be discussed in this sub-section. 
The nomlal procedure when a placement test is conducted on a cohort of students at 
the entry level of an institution involves decision-making based on observed scores. 
Decision-making based on observed scores involves making judgements about the 
mastery or non-mastery level of the students (Berk, 1986). Based on the observed 
scores, a cut-off score (or a set of cut-off scores) is used to identify those who need 
remedial or language support courses and those who do not. 
The practice of using cut-off scores is commonly called standard setting (Crocker and 
Algina, 1986: 410). There arc many methods of setting standard practice. The 
standard setting methods in criterion referenced tests are thoroughly described by 
Berk (1986) who reviews 23 methods. The choice of method to set the standard is 
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usually bound by adequacy and practicality in the context used (Berk, 1986). The 
most commonly used methods include the Ncdelsky (1954), Angoff (I 971) and I : bcl 
(1972) methods. Crocker and Algina (1986) broadly categorise the methods of 
standard setting into three. They arc: methods that involve holistic judgement by 
'experts'; and judgement by content, which includes the Nedelsky (1954), Angoff 
(1971) and Ebel (1972) methods. The third category is standard setting based on 
performance by examinees. In the language testing literature, Alderson et al. (1995: 
156-157) generalised the standard setting practice into four: by fixed percentage; 
grade on the curve; identification of the 'masters' level; and 'expert' judgement. 
Several studies have reported the comparison of the different methods used in 
standard setting (Andrew and Hecht, 1976; Koffler, 1980 and Mills, 1983). Most of 
the results of these comparisons arc inconsistent, with some methods reported to he 
better than others. In general, it does not matter which method is chosen (Crocker and 
Algina, 1986: 418) but the criterion is often constrained by the adequacy, the 
practicality of the method chosen (Berk, 1986) and the purpose of the test (Alderson 
et al., 1995). For example, the choice of the cut-off point in Basri, I lassan's (1999) 
study was restricted to the availability of data for statistical analyses and the regulated 
practice at the institution where his research was conducted. His study on the Arabic 
placement test at the University of Malaya, Malaysia used the fixed percentage and 
grade on the curve methods for the cut-off scores of the tests. 
The significance of cut-off scores in testing relates to the errors involved in the 
decision-making. Since decision-making is based on the observed scores, it is 
associated with two kinds of errors, measurement and classification errors (Berk, 
1986). Classification errors can be seen clearly when the placement test practice is 
associated with the outcomes. Sawyer (1996) gives a clear summary of the possible 
outcomes of events associated with a placement test in his report on the theory of 
decision model. His summary (see Table 3.6 below) illustrates the possible outcomes 
of a placement test. 
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Table 3.6: Events associated with placement test outcome (Sawyer, 1996: 272) 
Event Test score Inference about student Performance in course 
A >_ K Adequate proficiency Successful 
B >_ K Adequate proficiency Not successful 
C<K Need extra instruction Not successful 
D<K Needs extra instruction Successful 
In Table 3.6 above, K denotes the cut-off score used in the placement test to identify 
students who need extra language support courses and those who are deemed well- 
equipped with the skills to proceed to the academic courses. In the four possible 
outcomes, events A and C are ideal as they correspond with the correct classifications. 
On the other hand, events B and D represent misclassifications. The implications of 
the misclassifications are evaluated in terms of the value and consequences for the 
students, institutions and the parties involved (this has been discussed and related at 
length in the previous section, c. f. section 3.1.1). 
The significance of the cut-off score in placement testing validation thus is related to 
the errors associated with the outcomes of the tests. The usefulness of the placement 
test is evaluated in terms of the utility function. In fact, the characteristics of the 
effectiveness of the system as a whole are the accuracy of the identification of 
students (masters and non-masters), the appropriateness of the instruction prescribed 
and the eventually the success of masters and non-masters in their academic courses 
(Sawyer, 1996: 272). In placement test validation, concern centres around the 
evaluation of the classification results. They are evaluated in terms of the benefits of 
correct classification and losses from incorrect classification (Sawyer, 1996: 276) 
Consistency of classification is the next important justification for the utility function 
of a placement test. This is because placement tests in institutions are ongoing 
procedures conducted every year or every semester. When institutions conduct tailor- 
made tests for their students, this may entail conducting the same set of tests or an 
equated form of the test each time a new intake of students is received. Institutions 
have a responsibility to conduct tests, which are of the same standard in the sense that 
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the student will obtain the same result, no matter what form of the test he/she takes. 
Otherwise, this will have implications for the question of value, social consequence 
and other consequences affecting the test takers due to the differing tests taken. 
In short this sub-section has summarised the facets of validation which are important 
in the evaluation of placement tests. The three aspects of validity and reliability 
included in this research are based on the reviewed validation studies as well as other 
work which address relevant and necessary issues in placement test validation. 
3.3 Conclusion on studies in placement test validation 
This chapter has reviewed several validation studies as well works that address the 
important issues relevant to placement test validation. Based on the reviewed studies, 
a few matters need to be considered in the design and conduct of this research. The 
first is the feasibility of conducting a full-scale validation study. The second concerns 
the logistics and constraints of a validation study. These provide guidelines as to the 
possible limitations to the methodological approaches of this research. In addition, 
they also provide awareness of the possible ways to overcome the limitations of the 
various methodological approaches. Most importantly, the necessary and crucial 
sources of evidence in placement test validation are summarised at the end of this 
chapter. This is important as it provides the basis for selecting the facets of reliability 
and validity evidence that make up this research. In short, this chapter has provided 
an outline of a coherent methodological approach for this research. The next chapter 
will describe the preliminary study which was carried out. 
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Chapter 4: Preliminary Study and Findings 
4.0 Introduction 
The literature review in Chapter 3 has discussed many studies that have addressed issues 
related to reliability and validity of language tests that have been used for institutional 
placement. Since the studies were done in different institutional settings and contexts, it 
was seen necessary to develop a systematic methodological approach to gather such 
evidence, which can be applied in different settings. Before the research was carried out, 
a preliminary study was conducted in 1996. The purpose of the preliminary study was to 
try out the methodology that was outlined. 
The preliminary study was carried out based on the English placement test (EPT) at the 
matriculation centre of the International Islamic University (IIUM). The objective of the 
preliminary study was to highlight some reliability and validity issues based on the 
findings in the study. These issues were then used as the basis to develop the 
methodology for the main study and also to evaluate other possible areas in placement 
test validation that needed to be addressed in the main study. At the same time, the 
purpose was also to collect the information useful for the research and to investigate the 
feasibility of carrying out the research in the HUM context. 
This chapter is divided into three main sections. The first section will give the 
background to the preliminary study. It will elaborate on the 1996 EPT structure as well 
as give an overall picture of students' performance on the placement test. The first 
section is followed by the discussions on the focus and the methodology of the 
preliminary study. The third section will discuss the findings in the preliminary study 
while the fourth section summarises the issues addressed and arising from the findings 
and the methodology used. The conclusion of this chapter will address the focus of the 
main study based on the preliminary study's findings and the literature review. 
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4.1 Background of preliminary study 
The background of the preliminary study is divided into two parts. The first part 
describes the 1996 EPT structure and test content. This is followed by the discussion of 
the performance of students in the test. 
4.1.1 1996 CPT 
The figure in Chapter 1 (cf. section 1.1.3, Figure 1.1) has given a summary of' the 
language support programme provided to students at the matriculation centre 0j, tile 
International Islamic University, Malaysia. Part I and Part 2 of the CPT (1996 version) 
were examined. The first discussion will focus on Part I of the EPT followed by Part 2 
of the test. 
4.1.1.1 I'art 1 C13T 
Part I or Core CPT (Appendix 4.1) is designed to measure the general language ability of 
the students. The test was a2 hour test that consisted of five different sections. These 
sections consisted of the following types of questions. 
Section 1: Paragraph writing. 
Section 2: Multiple choice coze passages. 
Section 3: Error analysis 
Section 4: Reading comprehension based on two texts. 
Section 5: Cloze passage 
The maximum score for the Core test was 100 and the cut-score was set at 50 in order for 
students to proceed to the second part of the EPT. The breakdown of the scores to 
determine placement is as follows: 
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Table 4.1: Placement decisions based on Core E1'T 
51 to 100 
`_.. 
_. _ . 31 to 50 
30 and lower 
4.1.1.2 Part 2 EPT 
to attend Core Competence Upper classes 
(lower intermediate). 
to attend Core Competence lower classes 
(beginners). i 
Part 2 of the Eli' consisted of four different skills' tests (reading, writing, listening and 
speaking). The aim of the different skill sub-sets of the placement test was to identify 
students who were weak in any of the skills and needed further help to improve the 
specific skill. Thus, the test helped to place the students in the appropriate course 
sequence (based on skills) in the language programme. Each of the sub-sets will be 
described briefly below. 
The first sub-set that will be described is the reading skill El'l'. It consisted of 50 items, 
which were based on three reading passages. Items in the test were in a variety of 
formats, which included multiple choice, true or false statements, and open ended 
questions. There were also questions that required filling in information on charts and 
tables. The time given to complete all tasks in the test was 90 minutes. Appendix 4.2a 
provides the content of the 1996 EPT reading skill. Breakdown of the items in each 
passage and their format of questionings are given in the table below. 
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Table 4.2: Breakdown of items in reading passages for Reading EPT 1996 
Passage Total 
Questions 
l Ilse of Passage hems format 
I 17 English a) Multiple choice- 15 item 
for Everyone b) Fill in the blank- 2 items 
2 17 World English a) Filling in table -4 items 
b) True/False -5 items 
c) Filling in chart- 7 items 
d) Open ended questions I item 
3 11 World a) Identifying main idea- I item 
Language b) Filling in diagram- 6 items 
c) Open ended question- 2 items 
d) multiple choice- 2 items 
1,2 and 3 5 As above Multiple choice questions -5 items 
Table 4.2 shows the breakdown of items in the three reading passages, the title of each 
passage and the testing techniques. The titles of the three reading passages seem to share 
the same theme, which was language. Even though no rationale was given as to why this 
was done, the past papers have shown a similar approach. The 1995 reading skill EPT 
also showed the similarity of having reading comprehension texts that shared the same 
theme. 
According to Wall et al. (1994: 322), there are typically two types of placement tests. 
The first type has a proficiency orientation while the second is a pre-achievement. 
Proficiency oriented placement test content does not have any direct relationship to the 
contents of the language courses that students are placed in. On the other hand, the 
second type bears a relationship. It was discovered from interviews with the language 
teachers that were involved in the setting of the test questions that the reading test was not 
meant to have any specification against the syllabus in the language curriculum. ' As 
such, the EPT reading test battery that was used in the study could be categorised in the 
first type of placement test. The general objectives of the tests were given to identify the 
ability in reading for: 
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a) general and specific information, 
b) extracting various information in forms of charts, graphs etc., 
c) meaning of vocabulary in context. 
The second sub-set, writing skill CPT (Appendix 4.2b), was a two hour test that consisted 
of a paragraph writing based on information on a chart, an essay writing on a given topic 
and a summary of text taken from the reading test. The marking for the essay writing was 
based on an ESL profile that consisted of different criteria (Appendix 4.3). The essays 
were marked twice by different markers. The total score for all the sections amounted to 
fifty and the scores were later converted to Bands (see Appendix 4.4) 
The listening EPT (Appendix 4.2c) consisted of 5 sections. Each section required 
students to listen to a recorded conversation, interview, short talk and short lecture. The 
task types included multiple choice questions, filling in information in graphic 
representations, completing notes and answering questions. The total score of this test 
was 50. The conversion of raw scores of the listening test to Band is provided in 
Appendix 4.4. 
The last skill test was a speaking test (4.2d) that required students to attend a face to face 
interaction with an individual examiner. The session required students to engage in 
conversations and to give a short talk on a prepared topic. Each session lasted for about 
10 to 15 minutes for each student. These students were assessed based on a provided 
Band descriptor (see Appendix 4.5). 
4.1.2 Students' performance in CPT 1996 
The total population of the 1996 intake into the matriculation centre of the HUM was 
about 1603 students. They consisted of students from eight different programmes of 
study, which were Law (consisting of the Islamic Law and Common Law), Economics, 
Human Sciences, Arabic Language, Islamic Revealed Knowledge, Engineering, Medicine 
and English Language and Literature Studies. Over 98 percent of the students were the 
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Malaysian students who had undergone the Malaysian secondary education in the 
country. All of the students took the Part I EPT (Core EPT) upon entry to the centre and 
those who passed the Part I proceeded to take the EPT Part 2 (skills EPT). The 1996 
student population intake and the test takers for the EPT skill tests are summarised in the 
table below. 
Table 4.3: Breakdown of students in levels after 1996 EPT 
Placement aller GI'T 
Programmes of study Level I 
(Core Corn tence 
Level 2 
(Upper intermediate 
Level 3 
(Advanced) 
Total 
intake 
I. Law (L) 295 57 45 397 
2. human sciences (Ilse) 270 28 31 329 
3. Economics (licons) 241 25 49 315 
4. Islamic Revealed Knowledge (IRK) 259 8 11 278 
5. Bachelor of Arabic (BAr) 83 1 3 87 
6. En girteerin (Eng) 37 10 23 70 
7. Medicine (Mcd 24 12 32 68 
8. Bachelor of English (BEn) 27 10 22 59 
TOTAL 1326 151 126 1603 
From the table above, it can be seen that the proportions of students in each level differed 
for each programme. The only similarity in the proportions is that, with the exception of 
the medical programme students, all of the programmes had the majority of the students 
placed in the first level after the EPT. The Medical programme had the highest 
percentage of students who passed the Core EPT and were eligible to sit for the Skills 
EPT. On the other hand, the Bachelor of Arabic language programme had the lowest 
number of students in the programme that managed to get to Part 2 of the EPT. 
The results of the EPT generally reflected that the Bachelor of Arabic students were of the 
lowest ability in the language while medical students were the highest. It was necessary 
at this point to look at the language requirement for entry to the matriculation centre in 
order to find out the reason that may have led to the different results above. 
The language requirement to enter the centre was based on the English test in the 
Standardised National Exam (Sijil Pelajaran Malaysia/SPM) that the students took at the 
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end of their secondary school. The stipulated requirement for the sciences programmes 
(Engineering and Medicine) were indeed set higher than the Arabic language based 
programmes such as Islamic Revealed Knowledge and Bachelor of Arabic. 2 The reason 
behind the different requirements is that most of the courses in the two programmes are 
conducted in Arabic. The students in these two programmes only had a few requirement 
courses (computer) and academic bearing courses that are in the English medium. Thus, 
it was rationalised that demand for the English language is not very high for students to 
cope in their programmes of study. 
The EPT results have shown that the proportions of placement in the different levels 
varied. The results in relation to the structure of the EPT for the 1996/97 academic year 
at the matriculation centre can be summarised in Figure 4.1 below. The figure indicates 
that the bulk of the placement was in level 1. Since a very large percentage of the 
students was placed in Level 1, it was necessary in this research to investigate if results of 
Part I of the EPT correlate with other measures of language proficiency level (such as an 
existing language proficiency result or students' self-assessment). If Part I correlates with 
an external measure, it can mean that the placement procedure can be reduced (Part 2 
only). This may mean that the Language Department can reduce the workload, cost and 
time associated with administering, marking and computing the results of the placement 
test. 
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Figure 4.1: Summary of 1996 results and structure of CI'T 
Part 2 
Level 3 
(Advanced) 
n= 126 (7.8%) 
Level 2 
(Upper intermediate) 
n= 152 (9.5%) 
Part I 
EPT 
4.1.2.1 Differences between performances 
Level I 
n= 1326 (82.7%) 
(Lower intermediate) 
(Bcginncrs) 
The next investigation on the 1996 EPT was done on the sub-sets of the skills EI'T. The 
purpose was to give a general picture of students' performance in the EPT. However the 
investigation was only limited to the skills tests. This was because the researcher could 
not get access to students' Core EPT results. Since one of the objectives of the 
preliminary study was to gain information and discover issues that may contribute to 
validity and reliability of the EPT at HUM, it was decided to investigate the differences in 
performance amongst the students based on Part 2 of the EPT. 
A study was carried out to find out the differences between performances of the students 
with respect to the different gender and school background. The necessary information 
for this investigation was gathered from the same set of questionnaires given to the 
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students for the purpose of self-assessment. The questionnaires for self-assessment (cf. 
section 4.2.3) had included questions to find out about the students' gender and whether 
they had come from a secular or religious secondary school prior to entering the 
matriculation centre. 
The secular secondary schools are fully funded government schools that receive the 
subject syllabus directly from the Malaysian Ministry of Education. On the other hand, 
the religious schools are secondary schools in the country that arc semi-funded by the 
government. These schools do not only offer subjects provided by the Ministry of 
Education, but also offer Islamic based subjects to the students. Both the secular and 
religious schools use the Malay language as the medium of instruction while English 
language is one of the subjects taught in the schools. However, Arabic is also taught as a 
subject and employed as the medium of instruction for the religious based subjects in the 
religious schools. 
The objective of the comparison of performance in EPT skills based on gender and school 
background was to find out if there was any difference between the performances of the 
different groups of students. The samples included in the study consisted of all students 
who did their Part 2 EPT at the main branch of the ILIUM. They represented students 
from all the different programmes of study at the university. The number of subjects for 
the comparison between gender was 233. The number of females was 190, while that of 
males was 43. On the other hand, the number of subjects involved in the comparison 
between the different schools was 233 for listening, reading and writing sub-tests, while 
232 for the reading sub-set of the EPT. 
The analyses were done using t-tests. The results of the t-test that were carried out using 
the computer programme SPSS-x are given in Appendix 4.6a and Appendix 4.6b. 
However, for the purpose of discussion of the mean differences between the groups' 
(males vs. females and secular vs. religious schools) performances in the EPT skills, a 
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summary of the test are given in Table 4.4 and 4.5 below. The mark (*) next to the p- 
value in each table indicates that the difference in the groups is significant (p_<0.05). The 
results of the two studies are reported separately in the following sub-section. 
4.1.2.1.1 Gender differences 
The first comparison that will be discussed is the differences of the students' performance 
in the EPT skills with respect to gender. The results of the t-test are given in Table 4.4. 
Table 4.4: Summary of independent samples t-test of EPT skill test by gender 
EPT sub-sets Gender Number of 
cases 
Mean SE of mean p (two-tail 
si nificant) 
Mean 
difference 
Male 43 7.07 . 11 . 72 . 04 Listening Female 190 7.03 . 05 
Male 43 6.79 . 10 . 23 . 16 Reading Female 190 6.63 . 06 Male 43 6.34 . 15 . 03* -. 35 Speaking Female 190 6.69 . 07 
Male 43 6.35 . 10 . 92 . 01 Writing Female 190 6.34 . 05 "p<_O. O5, two failed 
The t-test results in Table 4.4 above show that there were differences in the means 
between the male and female groups in all the four skill tests. However, the only 
difference that was significant was in the speaking skill EPT. This was indicated by the 
p-value . 
03 (p S . 
05, two-tailed). The result also showed that the mean for the female 
group was higher than the male group in this particular skill test. Female students seemed 
to do significantly better than their male counterparts in the speaking EPT. In conclusion, 
it could be said that with the exception of speaking skill, there was no significant 
difference between the performances of male and female students on the skills EPT. 
However, this does not give an overall picture of the students' performances in their EPT 
with respect to gender differences. This is because this study was only limited to the sub- 
sets of the skill tests. This means that the samples were truncated in that they only 
represented the students who took the Part 2 of the test. As a result, the results of this 
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part of study cannot be generalised beyond Part 2 of the CPT. A different picture may 
occur, for example, if comparisons are made for Part I of the CPT. 
The results discovered in the above study seemed to concur with the 'classic' texts on 
differential psychology that stated female superiority to males in verbal and linguistic 
function (Anastasi, 1958; Tyler, 1965). Many studies on gender differences in verbal 
ability in foreign and first languages generally indicate that females are significantly 
better in verbal abilities. (Broverman, Klaiber, Kobayashi and Vogel, 1968; Maccoby and 
Jacklin, 1974 and Burstein, Bank and Jarvik, 1980). In addition, one of the most 
commonly quoted notions about the difference is the study by Maccoby and Jacklin 
(1974). They asserted that the difference in verbal ability emerges at the age of II and 
increases through high school and probably beyond. The consensus on the studies of 
verbal ability differences between males and females are well reviewed in the nieta- 
analysis of the gender differences in verbal ability by Hyde and Linn (1988). Similarly, a 
review of literature of the related topic is also found in Denno (1982). It could be 
concluded from the review of the literature that: 
" generally the results of studies indicate that females are significantly better in verbal 
abilities, and 
" the difference in verbal ability favouring towards females vary according to age and 
the different kinds of verbal tests. 
Nevertheless, it is important to note that despite the consensus in reports that females are 
superior in verbal ability, the `magnitude of gender difference in verbal ability is so small 
that it can be considered as zero' (Hyde and Linn, 1988: 64). The assertion by Hyde and 
Linn (1988) was based on their meta-analysis of 165 significant reported studies of 
varying types of verbal tests and samples from different ages. The types of verbal tests 
included the vocabulary, reading comprehension, speech production and others. 
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A comparison was made between the speaking EPT result with the results in Hyde and 
Linn's (1988) sample of studies with regard to age trend. The studies that were included 
in Hyde and Linn's meta-analysis comprised of 32 studies (sec Appendix 4. I I Ihr 
complete citation) that were conducted on samples with an average age of 18 to 19 (sec 
Table 4.5 for the summary). This allows for a comparison, as it is the average ale of 
samples used in this part of study at the HUM. 
Table 4.5: Studies of gender differences in verbal ability involving samples betweell 
mean ages 18-19 (extracts from meta-analysis study by Hyde and Linn (1988) 
Study Alean age N Differences 
I. American college testing programme, 1976-1977 
2. Rosenberg and Sutton-Smith, 1966 
3. Bicri, Bradbum and Galinsky, 1958 
4. Dcfazio, 1973 
5. Feather, 1968 
6. Feather, 1969 
7. Kocn, 1966 
8. Laughlin, Branch and Johnson, 1969 
9. Marks, 1968 
10. Mendelsohn and Griswold, 1966 
11. Mendelsohn and Griswold, 1967 
12. Sarason and Minard, 1962 
13 Very, 1967 
14. Rosenberg and Sutton-Smith, 1964 
15. Rosenberg and Sutton-Smith, 1969 
16. Sutton, Smith; Rosenberg, and Landy, 1968 
17. Alesandrini, 1981 
18. I3odncr, McMillen; Grccnbowc and McDaniel 1983 
19. Forte; Mandato and Kayson, 1981 
20. Frederikson and Evans, 1974 
21. Hennessy and Merrifield, 1978 
22. flogrebe; Nist and Newman, 1985 
23.1 fyde,; Geiringer and Yen, 1975 
24. McGee, 1982 
25. McKeever and van Deventer, 1977 
26. Ramist and Arbeiter, 1986a 
27. Ramist and Arbeiter, 1986b 
28. Rock; Hilton, Pollack; Ekstrom and Gocrts, 1985 
29. Sanders and Soares, 1986 
30. Searlerman; Herrmann and Coverntry, 1984 
31. Signorclla, 1984 
32. Soriano, 1975 
33. Wormack, 1979 
18 45,222 Females 
19 600 None 
19 76 None 
19 44 Nonc 
19 60 None 
19 167 None 
19 72 None 
19 528 None 
18 760 None 
19 223 None 
19 181 None 
19 96 None 
19 355 Females 
19 377 Females 
19 1013 Fcmalcs 
19 1055 Nonc 
19 383 Males 
19 1300 None 
19 40 None 
18 395 Females 
18 2985 Nonc 
18 23,362 Males 
19 81 Females 
19 454 Females 
19 151 None 
18 977.361 Males 
I8 188,811 Females 
18 25,948 None 
19 274 Females 
18 86 None 
19 75 None 
is 168 Fcmalcs 
19 106 Fcmalcs 
The results show that although a large number of the studies did not show any difference 
in verbal ability, there was a narked difference between the number of studies that found 
females (n=l 1) who do better than males (n=3) in this ability. The results in this study 
seem to concur to Hyde and Linn (1988) that found female superiority among the average 
age of adolescence. This again addresses Maccoby and Jacklin's (1974) assertion that 
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female superiority increases through the high school years and possibly beyond. It can be 
concluded that the difference found in this study is due to the general nature where t'cmalc 
adolescences are more proficient in speaking than their male counterparts. 
At the same time, there may be some external factors that may have led to the difference 
in the performance. For example, there could be topics in the speaking test which were 
more familiar to the females students than the males, thus, leading them to do better. If 
this is the case, it is interesting to look at other possible external factors that may have led 
to the differences. An observation on the elicitation and `short talk' topics in the 
speaking test seemed to indicate that the topics included in the test were of a variety of 
areas (see Appendix 4.2d for sample of topics). The topics included sports, favourite past 
time and subjects in school, which the students were free to choose. Since the topics 
were of a wide range and students had the choice to pick the topics for the `short talk' 
section, it was not seen that the males or females candidates were at a disadvantage due to 
the familiarity in topic. 
4.1.2.1.2 School background differences 
The second t-test that was conducted was to examine the differences in performance in 
the skill sub-sets according to students' school background. The number of subjects 
involved in this comparison was 232 for speaking while 233 for the other three skill tests. 
The group consisted of 136 students from the secular school, while 97 students from the 
religious schools for all of the skill tests with the exception of speaking. The speaking 
test consisted of 135 students from the secular school background and 97 students from 
the religious school. The results of the test are given in Table 4.6 below. 
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: ire of indcnendent sanu)lcs t-test of EPT skills by school 
EPT sub-sets School 
background 
Number of 
cases 
Mean SE of mean p Mean 
difference 
Secular 136 7.17 . 058 . 
000 * . 32 
Listening Religious 97 6.85 . 065 
Secular 136 6.80 . 066 . 
001 * . 
35 
Reading Religious 97 6.45 . 080 
Secular 135 6.76 . 081 . 
008 * . 33 
Speaking Religious 97 6.43 . 094 
Secular 136 6.43 . 
056 . 
013 * . 
22 
Writing Religious 97 6.21 . 
067 
"p<0.05, two-tailed 
The results of t-test in Table 4.6 above show that there were differences between the 
means of the two groups (secular and religious schools) in their performances on all of 
the EPT skills sub-sets. In addition, the results also show that the secular school 
background students generally scored higher than the religious school counterparts in all 
of the sub-sets. The differences in performances in all four sub-sets of the skills CPT by 
the two groups were also all significant. These were indicated by the p-value less than 
0.05 in all tests. 
The differences in performance between the two groups in the EPT skills could be due to 
many reasons. One of the possible reasons could be due to their language exposure in the 
secondary school. As mentioned earlier, the religious schools place more weight on the 
religious subjects as compared to the other subjects. These subjects are mainly conducted 
in either the National language or Arabic, thus, English language exposure is limited to 
the teaching of English as a subject. 
The two variables investigated above (gender and school background) have opened a new 
area of investigation into factors at work in the performance differences 
in the skills EPT. 
In addition to the possible reasons stated in the discussion above, 
it could not be denied 
that bias could possibly be one of the factors that contribute to the performance 
differences. Thus, if this is the case, the validity of the test will have to be questioned. 
As mentioned by Cole and Moss 1989: 204), 
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"An interference from a test score is considered sufficiently valid when a 
variety of types of evidence support its plausibility and eliminate primal y 
counterinterferences. An inference is biased when it is not equally valid for 
different groups. Bias is present when a lest score has meanings or 
implications for relevant, definable subgroup of test takers that are dr/Ji'ren! 
from,: the meanings for implications for the remainder of the test takers. 
There are many possible different areas in which evidence of bias can be examined which 
include the constructs of context, content and format, administration and scoring and the 
internal test structure of the test (Cole and Moss, 1989: 206-208). In the case of the 
differences seen in the pcrfomiance of the secular and religious group in the EPT, the 
possible bias could be due to the construct of context and content of the test. If any of 
these were the case, empirical investigation could be done to gather evidence for the 
validity of the test with respect to test bias. 
4.1.2.1.3 Conclusion on differences in performance 
The observations on the students' performances based on gender and background have 
given a general picture of the performances of students in the EPT skill sub-tests in 1996. 
They seemed to show the disparity in performance in the two aspects. For differences in 
gender, it cannot be concluded that the contrast in performance between males and 
females was due to error related to the test. This is because past studies have also 
suggested that females are generally significantly better in their verbal ability than males 
at adolescent. Furthermore, when an inspection was conducted on the topics of the 
speaking test, they did not seem to indicate any factor to affect the male students' 
performance in the test. 
The disparity between performances amongst different school backgrounds is most 
probably due to the language backgrounds of the students. This may be the result of 
limited exposure to the English language for the students from the religious schools since 
their school syllabus are heavily weighted on religious subjects (conducted in Malay and 
Arabic languages). The relevance of these findings to this research is that these two 
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factors may not be significant factors to study in order to look for evidence for reliability 
and validity of the test. Based on this, it was decided that the focus of the preliminary 
study was to examine the reliability and validity of the test in three more important 
aspects. They are the items, tasks and comparability of the tests with other external 
measures. The subsequent section will discuss the methods involved in gathering the 
empirical evidence for the three different aspects of validity and reliability. 
4.2 Methods in preliminary study 
The preliminary study focused on three main areas. They were the item analyses, content 
analysis and the criterion validity of the EPT. The first area concentrated on the item 
analyses of the reading sub-set of Part 2 of the EPT. The second area focused on the 
content analysis through rating the reading sub-set using the Communicative Language 
Ability (CLA) rating scale. Lastly, the study also dealt with the criterion validity of the 
four skills EPT using the data from self-assessment. The methods of all these areas will 
be discussed in detail in the following sections. The three main research questions in this 
preliminary study are: 
1. What is the contribution of the CT and the Rasch Model analysts in gathering 
evidence for validity and reliability of test items? 
2. What is the feasibility of using the CLA rating scale in gathering evidence for content 
validity? 
3. What is the significant contribution of survey data (self-assessment) in gathering 
empirical evidence for concurrent validity? 
4.2.1. Item analyses 
The data for item analyses was gathered from the reading skill EPT. At the initial stage, 
the researcher wanted to include the other sub-sets of the skill tests as well. I lowevcr, 
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since the data for the other sub-skills do not conform to the requirement for the Rasch 
Model, it was decided that this study would concentrate on the reading skill test. In 
addition, the reading skill test was considered a crucial determinant for mastery of the 
necessary reading skills to cope with the academic and university requirement subjects at 
the matriculation centre. That is the stipulated requirement for all students at the centre 
(including the Arabic medium programmes) was that each student has to achieve a Band 
6 in reading skill EPT in order to attend any of their requirement and departmental 
courses at the centre. As such, it is seen necessary to provide empirical evidence for the 
validity and reliability of such as a high-stakes test. 
Both the classical and Rasch methods of analyses were conducted simultaneously on the 
reading skill EPT. The objective of the analyses was to investigate the utility of both 
methods in assessing the quality of the items in the test. The MICROCA'l' package t'or 
test statistics was used for both analyses. Only 45 of the 50 items were used for both 
analyses. Five of the items were excluded because they violated the coding format for 
inclusion into the computer package. Items 16 and 17 are given below to illustrate the 
reason why five of the items were not included in the analyses. 
Item 16 and 17 
According to the article, differences in the students' desire and interest when it comes to learning English 
are due to which two factors? 
A. International status of English 
B. Government policy 
C. Ethnic background of students 
D. Availability of trained teachers 
E. Where students grew up 
In both the items above, the five alternatives (A to E) were shared by both items 16 and 
17. This means that answering item 16 may give lead to the answer to item 17, vice 
versa. In other words the two items do not conform to the requirement of the Rasch 
Model for items to be locally independent. Due to this reason, these two items were not 
included in the analyses. 
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4.2.2 Content analysis 
The battery of this study had again been the reading skill EPT for the same reason given 
for the item analyses. That is, the reading test is considered a determinant for the 
threshold level to cope with subjects in the English medium. The methodological 
approach in the content analysis adopted the CLA rating scale used in the TOEFL- 
Cambridge comparability study by Bachman et al. (1995). The objective of' this study 
was to investigate the feasibility of using the adopted version of the CLA rating as an 
instrument for content analysis of a reading placement test. The adopted version of the 
rating had included 13 of the sub-competences in the language competence framework. 
The abilities included are given in Table 4.7 below. 
Table 4.7: Components of communicative competence measured in the CLA rating 
instrument in nreliminarv study 
Language competence Sub-components of language competence 
measured by test item 
a. Grammatical competence I. knowledge of lexs (lex) 
2. knowledge of morpheme (more) 
3. knowledge of syntax (synt) 
4. knowledge of graphology (pg) 
b. Textual competence 5. knowledge of cohesion (coh) 
6. knowledge of or an¢ation (org) 
c. Illocutionary competence 7. Idealistic knowledge (idea) 
8. manipulative knowledge (manu) 
9. heurestic knowledge (heur) 
10. imaginative knowledge (imag) 
d. Sociolinguistic competence 11. sensitivity to dialect (dia) 
12. sensitivity to register (reg) 
e. Strategic competence 13. knowledge of effective use of available 
abilities in completing any communicative or non- 
communicative task strat 
Thirteen of the sub-components of language competence were included in the rating 
scale. As done in Bachman et al. 's (1995) comparability study, these components were 
quantified by the degree of involvement of each competence in each test item. This was 
measured based on a scale of 0 to 3, which indicated the degree of involvement of each 
competent, in order to successfully complete the task in each item. With the exception of 
the strategic competence, this scale was used to rate the sub-components of the CLA (c. l. 
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section 4.2.2, Table 4.7). The description of the degree of involvement in the rating scale 
is described in Table 4.8 given below. 
Table 4.8: Definition of deeree of renuirement according to CLA ratim! scale 
Rating scale Degree of involvement Description 
0 Not required Ability not required to accomplish task 
1 Somewhat required Examinee could be expected to 
complete the task successfully with or 
without the ability at the basic level. 
2 Critically required Examinee could not be expected to 
complete the task successfully without 
the ability. 
The rating scale above was adapted from Bachman et al. (1995,102). Bachman's rating 
scale in the comparability study of TOEFL and IELTS had further defined the `critical' 
involvement into three further levels; basic, intermediate and advanced. 1-lowevcr, it was 
foreseen that these levels would be subjective in that it could be perceived with different 
standards at different settings by the different raters. As such, in order to avoid the 
difficulty when more that one rater is used and to ease rating, critical rating in this 
preliminary study was defined as given in the table above. 
The adaptation was made to the rating so that it was only based on a scale of three. The 
EPT was meant to gauge between upper intermediate and advanced level students. 
Therefore, it was not necessary to include the different levels of ability required. Two 
raters consisting of the English language teachers in the English Division were asked to 
rate each of the 45 items together. They were asked to agree on the rating for each item 
before it was coded. 
The last sub-component of the language competence (strategic competence) was 
quantified in a different rating scale. The rating was adopted from the comparability 
study by Bachman et at. (1995). The scale used is given as follows: 
Table 4.9: Description of degree of involvement in strategic competence 
Description of involvement Not at all Partially 
involved 
Very tauch 
strategic 0 1 2 
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An example of the rating of item I in the test is given below for illustration. The rating 
was based on a group rating. Two English language teachers in the Language Division 
were requested to participate. They rated each individual item together. 
Item I 
"deteriorating" (line 5) means the same as 
A. changing 
B. fluctuating 
C. declining 
D. depressing 
Table 4.10 : CLA rating for item 1 
Item 
no. 
lex morp synt pg cob org idea mane licur imag dia rcg strat 
1 2 0 1 2 2 0 0 0 0 0 0 0 2 
The example in Table 4.10 above shows that in item 1, only the abilities in the knowledge 
of lexis, syntax, graphology and cohesion were rated as required in completing the task. 
Knowledge of lexis, graphology and cohesion were considered critical in the item while 
knowledge of syntax was only rated as somewhat required. In addition, strategic 
competence was rated as very much involved. 
4.2.3 Concurrent validity 
Evidence for concurrent validity involved making a comparison of the same ability 
measured by the test with an external measure. The criterion chosen in this study was 
students' self-assessment of their language abilities. The reason for concurrent evidence 
in placement testing has been discussed in chapter 3 (see section 3.3.1.2.1). The general 
reason is to find out if there are other measures that can give a significant overlap of 
information about students' language ability as the test used for placement purposes. 
This information can be useful and necessary for different reasons in different institution. 
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This study attempted to find out the feasibility of using survey data for concurrent 
evidence. That is, the study wanted to find out the relationship between the EPT scores 
and students' self-assessment. If significant relationships were found, this would mean 
that the students were able to give significant assessment about their level of language 
ability. More importantly, this would question whether there was a real need for the skills 
placement test to be conducted if the same information could be obtained from survey 
data. 
The method involved asking students to assess their language proficiency and comparing 
their sell-assessment with the results of the EPT. The self-assessment was gathered 
through a set of questionnaires given to a group of students once they enrolled at the 
matriculation centre for the academic year 1996/97. The results of the study were used 
for three objectives, which were: 
i) to investigate the correlation between students self-assessment and their corresponding 
EPT results. 
ii) to relate the self-assessment result with other self-assessment studies among second 
language learners and 
iii) to find out if an inference can be made that Malaysian students after their high school 
years can indeed assess their own ability in the different skills suited in the context of the 
International Islamic University language requirement context. 
The questionnaires (see Appendix 4.7, item 10 for sample of questionnaire) were given 
out to the students in order to elicit opinion about the individual's skills in listening, 
speaking, reading and writing. These students were those who were eligible to sit for the 
CPT skills after Part I (Core CPT) (cf. Figure 1.1, page 9). A total of 233 students were 
included in the study. 
The students were asked to rate themselves as Poor, Fair, Good or Excellent in the 
different skills. They were not asked to assign their abilities according to the different 
language levels. This would mean that the researcher needed to ascertain that the 
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students were aware of the standards of these different levels. However, since the 
questionnaire was conducted during the first week of enrolment, this could not be 
ascertained. At that point, students had just registered at the matriculation centre and had 
not been given the necessary and sufficient information about the language programmes. 
The results of the students' self-assessment were then correlated with the corresponding 
skills EPT results that had earlier been converted into Bands I (the lowest Band) to 9 (the 
highest Band). 
4.3 Results of preliminary study 
The preliminary study aimed to focus on several issues pertaining to the evidence that 
could question the reliability and validity of the EPT. The results of the findings 
highlighted the detection of weak items by the classical and Rasch methods, the 
possibility of using the CLA rating for content analysis of the reading rest and the use of 
self-assessment as a criterion for concurrent validity. These findings are discussed in 
detailed in the subsequent sections. 
4.3.1 Reliability of Reading CPT 
The classical analyses provided the descriptive statistics shown in Table 4.11. The 
reliability coefficient of the reading test was 0.72. This reliability index might he 
considered high for a reading test. However, considering that the test is a high stakes test 
and that it consisted of many items, it would have been expected to be higher. 
Table 4.11: Summary of classical descriptive statistics of reading 1996 EPT 
Mean Standard Minimum Maximum Median Cronbach Standard 
Deviation Score score Alpha error of 
measurement 
27.440 5.198 13 41 27 0.724 2.729 
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The table also provided the standard error of measurement of the entire test. The range of 
scores and the scores that were converted to Band were compared on the sank scale with 
respect to the range of mean and standard error of measurement (SEM). This was done to 
the scores and their corresponding Bands around the cut-off score (see Figure 4.2). 
The critical area for this test is around the score 25 (cut-off score). Therefore, it was 
deemed necessary to look critically at the scores that are close to the cut-off point in order 
to investigate the possible overlaps between abilities based on observed scores (obtained 
scores). The confidence intervals or the band scores of one observed score above (26) 
and one below (24) the cut-off point were compared. Based on classical reliability with 
SEM, it was found that the 68% band score for an observed score of 24 is 21.21 to 26.79 
(24-2.79 and 24+2.79). On the other hand, the observed score of 26 has a band score of 
between 23.21 and 28.79 (26-2.79 and 26+2.79). The comparison of the two band scores 
is then compared on a same Band and raw score scale. The comparison is illustrated in 
Figure 4.2 below. The two bands of observed scores in the figure are represented by A 
(observed score 24) and B (observed score 26). 
Figure 4.2: Comparison of scores and Band scale for observed scores 24 and 26 
5 
21 22 23 24 21 
4 
(A) 
6 7 BAND 
26 27 28 29 30 31 32 33 34 35 OBSERVED SCORE 
Band of observed scores 
4 
(B) 
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The above observation suggests that the two scores above and below the cut-off point 
have actually overlapping band scores. There is 68% chance that the true scores of the 
two groups of students (the group who scored 24 and 26) may overlap and fall below or 
above the cut-off point. This suggests that scores that are close to the cut-off point have 
to be treated cautiously as they are used as indications of the students' reading ability. 
Furthermore, the test scores are used to place students at the different levels based on the 
cut-off point. Without considering the SEM and the associated band interpretation, those 
who scored 24 would be placed in the lower level than those who scored 26. However, 
the observation above has demonstrated that the results have to be treated cautiously in 
order to not erroneously place students in the different levels. For example, based on the 
observation above, in order to be 68% certain of accurate placement, the test developers 
may decide to not place the students directly into the language support classes based on 
their observed scores. Lastly, this also suggests that the other scores that are close to the 
cut-off point (for example, 23 and 27) have to be investigated as well in order to look 
critically at the possible overlaps of individual's true score across the cut-off point. 
4.3.2 Item analyses results 
The first finding in the study is divided into two sub-sections. The first is based on the 
classical item analysis, while the second is based on the Rasch Model. They will be 
discussed separately in the following sections. 
4.3.2.1 Classical analysis 
The traditional item statistics employed in the item analyses of the reading test included 
item difficulty, item discriminability and point biserial coefficients. The analyses also 
provided the alternative statistics for each of the multiple-choice items. They included 
the proportion for each alternative, proportion for each alternative among the low scoring 
group, proportion among the high scoring group and the point biscrial correlation 
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coefficient for each alternative in an item (rnb ). In addition, a reliability index of tlic test 
was also provided. Results of the entire analyses are provided in Appendix 4.8. The 
discussion of results of the two aspects (item indices and reliability in(lex) will be 
discussed separately in the subsequent sections. 
4.3.2.1.1 Weak items by Classical analysis 
For the purpose of identifying good and weak items in the test, the criteria for weak items 
were determined. Henning's (1987) criteria for determination were used as they were 
provided to give guidelines in the writing of good items. Item difficulty (proportion of 
correct responses) with less than . 
33 or greater than . 
67 were identified as weak items. 
Items in these two categories indicate that they are either too easy (more than . 
67) or too 
difficult (less than . 
33) for the students (Henning, 1987: 50). In addition, Henning 
suggested that the acceptable discriminability usually begins about two thirds of the way 
along the discriminability continuun, thus, a discrimination of . 
67 is the lowest to indicate 
that the item is good in discriminating between the weak and strong examinees (pp 52). 
Hence, items in the reading test were labelled as weak when their discriminability indices 
were less than . 
67. Lastly, the point biserial correlation coefficients of less than . 
25 were 
used to indicated that the items were weak. Point biserial correlations of . 
25 and above 
indicate that the items discriminate the weak and strong examinees well based on the 
correlation between item responses and total scores for any given test (Henning, 1987: 
52). A summary of the results are given in the in the table that follows. 
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Table 4.12: Classical item analyses results of 1996 Readim! skill CPT 
Item no Item 
difficulty 
(ID) 
Item 
Discrimination 
(DI) 
Point 
Biserial 
(rpbi) 
Item no. Item 
difficulty 
(ID) 
Item 
Discrimination 
(DI) 
Point 
Biscrial 
(1'g, i) 
I 
. 
46 . 52 . 
42 25 . 26 . 22 . 24 
2 
. 76 . 33 . 30 26 . 72 . 40 . 
37 
3 . 94 . 09 . 20 27 . 
60 . 36 . 32 
4 
. 4.1 . 45 . 36 27 . 45 . 37 . 
31 
5 
. 
61 . 31 . 21 
29 
. 58 . 19 . 20 6 
. 88 . 17 . 19 30 . 74 . 25 . 
23 
7 
. 
54 . 32 . 25 
31 . 45 . 12 . 23 
8 Al . 15 . 16 32 . 51 . 36 . 
31 
9 
. 
40 . 43 . 
33 33 . 28 . 15 . 20 
10 
. 
43 . 45 . 
37 34 . 92 . 15 . 
27 
11 . 94 . 15 . 29 35 . 91 . 18 . 
30 
12 
. 
58 
. 54 Al 36 . 91 . 18 . 28 
13 
. 
54 . 49 . 42 
37 . 21 . 31 . 
27 
14 
. 
38 . 62 . 49 38 . 13 . 15 . 
21 
15 
. 
64 
. 14 . 15 39 . 48 . 60 . 
48 
16 
. 97 . 06 . 18 40 . 74 . 40 . 
39 
17 
. 89 . 22 . 
30 41 . 91 . 11 . 13 
18 . 98 . 06 . 20 42 . 86 . 25 . 
33 
19 
. 89 . 11 . 13 43 . 55 . 32 . 28 
20 
. 
33 . 18 . 17 44 . 02 . 02 . 10 
21 
. 
43 . 36 . 
32 45 . 
63 . 40 . 
31 
22 
. 58 . 42 . 37 TOTAL 
24 45 18 
23 
. 26 . 24 . 23 53% 100%) 40", x) 
24 
. 92 . 16 . 25 
The bold indices in the summary table above indicate that the items concerned were 
identified as weak according to the set criteria. As seen in the table, fifty three percent of 
the items were considered weak because their proportions correct were either greater than 
. 
67 or less than . 
33. This means that the items were either too difficult or too easy for the 
group of students tested. In addition to item difficulty, the summary also indicates that 
while all of the items were weak in discriminating among the students according to DI 
(DI > . 
67), 40% were weak according to the point biserial method (ri)b; < . 
25). 
The above results suggest that very large percentages of the items were not effective in 
discriminating between the students. The percentages of the DI and rpb; are considered 
very high, especially for a test that has a placement purpose. The reading test aims at 
discriminating between those equipped with the necessary reading skill from those who 
are not. 
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However, the reason for the high percentages could be due to the criteria used. It could 
be that the criteria used to define weak items were too high. As such, 1-Icnning's criteria 
of defining items based on discrimination values are compared to another guideline that is 
also well quoted in the literature (c. f. Chapter 2 and Chapter 6). 
When the three classical analysis results were compared together, thirteen of the items 
were found to he rejected by the three item indices (item difficulty, item discrimination 
and point biserial). These items w%-ere items 3,6,8,16,18,19,23,25,30,33.38,41 and 
44. They amounted to 29% of the items analysed. These items were further inspected in 
order to investigate the task types of the items and to find out the reason for rejection. 
The task types of the rejected items by all three analyses are given below. 
Table 4.13: Weak items in 1996 Reading EPT based on Classical Analysis 
Item Qucstion tc Task type 
3 m/c idcntif reference to cohesion 
6 m/c idcntif meaning of word 
8 nt/c idcntif reference to cohesion 
16 filling in blank complete table with information from text 
18 filling in blank complete table with information from text 
19 filling in blank corn Icte table with information from text 
23 nVc idcntif statement as True or False 
25 filling in blank complete category from information in text 
30 filling in blank complete category from information in text 
33 Short answer identify main idea of text 
38 fillin in blank complete a diagram from information in text 
41 m/c idcntif reference to cohesion 
44 ntc idcntif general idea of text 
Table 4.13 gives the type of items and task type of the 13 items that were identified weak 
by all three classical item analyses. Almost half of these weak items were multiple choice 
type items. For the purpose of discussion in the rest of this section, these items will be 
labelled as `weak' or 'bad' items. 
The reasons for rejection of these multiple choice type weak items could be gathca-cd 
through the alternative statistics provided in Table 4.14. Since classical items analyses 
provide the detailed pattern of responses for multiple type items in the test, it was 
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necessary to look at all these type of items in order to further investigate the items and 
also to tap the reason for rejection by the classical analyses. 
Table 4.14: Classical alternative statistics in multiple choice rejected items 
Item Alter- Prop. Endor- Endor- Point Key lie Alter- Prop. Endor- I: ndor- Point Key 
native Total sing sing Iii- m native Total sing sing Bi- 
Low High serial Low High serial 
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The table above gives the alternative statistics of the `weak' items in the 1996 reading 
EPT. The first column in the table indicates the item number. This is followed by the 
column that indicates the choices in the item (consisting of distractors and the right 
answer). The third column tells the proportion of students who picked the corresponding 
choice. The fourth column that indicates the proportion of students from the low scoring 
group who answered the corresponding choice. This column is followed by the column 
that indicates the proportion of the high scoring group who picked the choice. The sixth 
column shows the item total correlation for each choice and lastly the column that 
indicates the right answer to each item. 
Even though easy items arc sometimes purposely added to tests for reasons such as to 
give an introduction or motivation to students, they may be items that were not meant to 
be easy for the students. The reason for an easy item can be due to faulty constructions of 
the items. For example, from the inspection of the alternative statistics, it could be 
gathered that one of the weaknesses of the items above was the poor function of the 
distractors. This could be illustrated in items 3,6,23 and 41. The distractors in these 
items were least attractive to the low scoring group. Each distracter in good items should 
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attract the low scoring students equally. However, this was not the case as gathered from 
the alternative statistics provided in the analyses of responses. The proportions of' 
students who answered the distractors only ranged from 1% to 13% for these `weak' 
items (see Table 4.14). 
In addition, there was also a distractor amongst the `weak' items that was not functioning 
at all, judging from the proportions of the low scoring students who marked the 
distractors as their answers. In particular, item 8 had a distractor that was not attracting 
any of the low scoring students to mark them as answers at all. The alternative statistics 
in Table 4.14 above shows that none from the low scoring group students was attracted to 
option 3 in item 8. 
The close inspection of the alternative statistics has been useful to detect the weaknesses 
of the items that were rejected by the analyses. This method is particularly helpful in 
developing items to be used in tests for the purpose of placement. 
4.3.2.2 Rasch analysis 
The same set of student responses to test items in the reading EPT was examined using 
the Rasch Model. This model constructs a performance expectancy model based on the 
inferences drawn from the group performance pattern. Thus, submission of the data now 
not only produces the estimates of item difficulty but also a raw score conversion table 
that gives an item response theory (IRT) maximum likelihood estimate of ability (theta). 
Appendix 4.9 provides the entire results produced by Rasch analysis. The following 
discussion will focus on Rasch estimates of item difficulty. 
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4.3.2.2.1 Rasch estimates of item difficulty 
The summary of the results of item difficulty by Rasch is provided in Table 4.15 below. 
Each difficulty estimate (logic difficulty) was also provided with the corresponding 
standard error of measurement. The results also produced the Pearson Chi-square model 
fit statistics for each of the difficulty estimates. 
Table 4.15: Rasch Model item statistics 
Item Difficulty Std. error Chi Sq. Item Difficulty Std error Chi sq. 
1 0.854 0.118 29.966 24 -1.932 0.205 9.008 
2 -0.590 0.135 18.581 25 1.772 0.131 22.889 
3 -2.219 0.230 20.243 26 -0.367 0.129 23.763 
4 0.922 0.118 19.386 27 0.202 0.120 17.459 
5 0.174 0.120 35.446 x 28 0.868 0.118 9.705 
6 -1.471 0.173 12.784 29 0.326 0.119 36.390 x 
7 0.463 0.118 17.859 30 -0.485 0.132 14.455 
8 -0.838 0.143 34.329 31 0.868 0.118 36.885 x 
9 1.116 0.120 19.181 32 0.625 0.117 25.455 
10 0.977 0.118 15.140 33 1.671 11.129 25.353 
II -2.166 0.225 11.321 34 -1.976 0.209 14.416 
12 0.313 0.119 27.700 35 -1.850 0.199 16.051 
13 0.490 0.118 6.656 36 -1.811 0.196 11.308 
14 1.201 0.120 28.681 37 2.081 0.140 27.526 
15 0.017 0.122 25.369 38 2.740 0.169 22.630 
16 -2.848 0.301 8.867 39 0.760 0.117 28.012 
17 -1.533 0.177 9.850 40 -0.485 0.132 18.631 
18 -3.174 0.349 7.308 41 -1.773 0.193 38.768 x 
19 -1.597 0.181 14.949 42 -1.328 0.165 13.055 
20 1.436 0.124 14.892 43 0.436 0.118 7.983 
21 0.950 0.118 15.171 44 4.986 0.430 16.408 
22 0.313 0.119 12.327 45 0.060 0.121 17.868 
23 1.823 0.132 24.554 
The difficulty range of the items, as derived from the Rasch table of results above was 
from -3.174 to 4.986 logits. The MICROCAT programme compute the chi-square by 
grouping the scores into a maximum of 20 categories (MICROCAT, 1994: 14-11). Based 
on this maximum category, the degree of freedom is 19 (df=20-1). For 19 degree of 
freedom, the chi-square value in excess of approximately 30.14 may indicate a lack of lit 
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to the model (at 0.05 level of confidence). Items that did not fit the model are marked (x) 
in the table above. Thus, at 95% confidence level, four items were identified to have 
significant chi-square values. This would mean that the items should be examined 
closely in order to determine the reason for rejection by the Rasch analysis. The items 
concerned were items 5,29,3 1 and item 41. The number of items that was rejected by 
the Rasch analysis was obviously far less than the number identified in the classical item 
analyses. At this juncture, it is seen essential to look into what accounted for the 
misfitting items by the Rasch Model. Item 29 and 31 will be looked at closely below to 
illustrate the reason for rejection by the Rasch analysis. 
Question 29 and 31 
English is the international language of media and entertainment. 
e. g. 29. 
30. 
31. 
It was interesting to sec that the two misfitting items above are parts of the same question. 
In items 29 and 3 1, the students were required to identify the examples from the passage 
in order to give the answers. The unexpected performance pattern can be explained from 
the perspective of the test method facets. From the observation of the three items, it was 
thought that the reason could be due to the test rubric. With reference to Bachman's 
(1990: 119) facets of test method, it could be suggested that the facet that may have 
affected the performance of the students is the facet of instruction. Specifically, 
confusion with the way the question was worded could have affected the pattern of 
responses of the students. Since the topic to the information seek "language of media and 
entertainment", it could be possible that students were confused about the information 
needed. They could have been confused between whether the information needed would 
be English as a language of both media and entertainment or whether the language is used 
in either media or in entertainment separately. 
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At the same time, inspection of the items above show that one other reason for rejection 
may have been due to the relationship of the items in the original text. Thcrc is a 
tendency that getting item 29 correct would lead to getting the necessary sequence of 
information needed in order to answer item 3 1. In reading, there may be the case where 
some items are related or dependent in some way, especially when they relate to 011C 
single passage. This thus, may led to the variability of the response in both items being 
restricted, thus leading to the item not conforming to the model. 
4.3.2.2.2 Item by person mapping 
The next result that was produced by the Rasch analyses was the item by person 
distribution map. This is a graphic representation of percent of items and examinees 
along the underlying IRT scale. This representation is given in Figure 4.3. The numbers 
in the middle of the figure are the units of measurement on the scale that range from -4 to 
+4. The top of the scale represents the estimate of the lowest item difficulty and the 
lowest estimate of person ability. The mapping groups items and examinees into 0.2 
segments along the scale (Microcat Manual 14-12). The figure also displays the number 
of items and the examinees in each grouping at the far right of the figure. The mean item 
difficulty and the mean person ability are indicated by the symbol < (less than) and > 
(more than), respectively. 
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Figure 4.3: Item by Person Mapping for 1996 Reading EPT 
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The above mapping shows that there was a spread in the items along the difficulty 
continuum above and below the mean difficulty, set at 0 logits. However, further careful 
observation of the difficulty continuum indicated that the items at the bottom of the 
continuum are clustered. On the other hand, the items that were at the top of the 
continuum were more spread out. There also appeared to be some items isolated and 
separated at the far end of the higher difficulty and a few items isolated at the easy end. 
These outliers when compared with the person ability continuum, were either too easy or 
too difficult for any of the examinees tested in this group. At the same time, the highest 
percentage of the items in the entire reading test fall at difficulty index 0.4 logits, which is 
above the mean difficulty index. This shows that the test items in the reading skill 
placement test cover a wide range of the difficulty levels. 
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The estimates of person ability along the same logit continuum were also inspected. As 
can be seen in the ability continuum from Figure 4.3, the estimates of person ability 
indicate that the person abilities were well spread below and above the mean person 
ability set at 0.6 logits. The highest percentage of the students appeared to be between the 
logits 0.4 to 0.8, which is around the mean of the person ability according to the model. 
The figure indicated that 37% of the students fell within these two values. 
When the two values of item difficulty and person ability arc compared on the same scale 
as in Figure 4.3, it can be seen that the item difficulty range was spread across the ability 
range of the students. The greatest number of items is found in the middle of the ability 
range and is spread above and below the ability continuum. Figure 4.3 also indicates that 
despite the fact that the items were spread along the ability range, the highest number of 
items was found on logit 0.4, which is lower than the average ability of the students (logit 
0.6). In other words, there are many items that are less challenging for the students of 
average ability. 
As the purpose of the reading test is to discriminate between the students according to 
their ability levels (to discriminate between the intermediate and the advanced proficiency 
levels), information around the decision point will be of greatest interest. Similarly, there 
is no necessity to discriminate finely between students at the lower end in the latent trait 
continuum. However, there were clusters of items between logits -1.4 to -2.2 that were 
testing minimal number of students of this same ability range. This meant that these 
items were contributing least to the purpose of the test. The test could have been made 
more challenging, as it is crucial to discriminate finely between the advanced and 
intermediate level of language proficiency. Instead of having clusters of items at the easy 
end, more items above the average ability level of the students could have been added to 
better gauge the students' abilities. 
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4.3.3 Content analysis results 
Results of the content analysis based on the CLA rating are given in Appendix 4.10. The 
first analysis done with the results was the analysis of the frequency of rating in each 
category of requirement for each sub-component of the CLA. The summary of the 
frequency is given in Table 4.16. For example, knowledge of lexis was rated as 
somewhat required in 13 items while critically required in 22 of the items. At the same 
time, all of the items seemed to be rated as requiring knowledge of lexis. On the other 
hand, knowledge of morphemes was seen as not required at all in any of the items in the 
reading test. 
Table 4.16 Frequency of ratings on requirement of knowledge in sub-component of 
CLA 
CLA component Sub-component of Rating as Rating as Rating as 
language competence not somewhat critically 
required require(] 
Knowledge of 0 16 29 
lexis 
Grammatical Knowledge of 45 0 0 
morpheme 
competence Knowledge of 6 33 6 
syntax 
Knowledge of 0 0 45 
graphology 
Textual Knowledge of 11 18 16 
cohesion 
competence Knowledge of 16 12 17 
rhetorical organization 
Idealistic knowledge 45 0 0 
Illocutionary Manipulative 45 0 0 
knowledge 
competence Heuristic knowledge 45 0 0 
Knowledge of 45 0 0 
imagination 
Sociolinguistic Sensitivity to dialect 45 0 0 
competence Sensitivity to register 45 0 0 
The raters seemed to suggest that 7 of the abilities were not required at all in order to 
complete all forty-five of the tasks. One apparent finding of the rating was that the only 
abilities that were rated as required (somewhat or critically) were knowledge of lexis, 
syntax, graphology, cohesion and rhetorical organization. In other words, the only 
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language abilities required in completing the tasks in the reading sub-set of the EH' were 
the grammatical and textual competence. 
The raters involved in using the CLA scale were asked to give comments on their use ol* 
the scale and experience in rating the items. Several conclusions were made based on 
their comments. The conclusions on using the rating based on the CLA framework arc: 
1. It took the raters time to grasp all the 13 concepts of communicative language ability 
used in the CLA list while rating the items. 
2. It was easier to rate a sub-component of the CLA if it was not required at all. 
3. It was difficult to distinguish between knowledge that was somewhat required and the 
knowledge that was critically required when each item was rated. 
4. Illocutionary competence was the easiest to rate as compared to the other language 
competences. 
A statistical analysis was carried out in the second part of this study. The aim was to find 
out the extent of relationship between the rating based on the adopted CLA model by 
Bachman (1990, Bachman et at., 1995) and students' responses to the actual items. In 
order to do this, ratings on four sub-components of the CLA were correlated with the CT 
and the Rasch item statistics. Since the CLA rating was done based on a categorical data, 
the Spearman rank-order correlation was conducted. The four sub-components included 
in the analysis were the knowledge of syntax, cohesion, rhetorical organization and lexis. 
They were included among the 13 sub-components since the rating indicated they were 
the four sub-components of the CLA perceived as required in completing the tasks in the 
reading EPT. The knowledge of graphology was not included as no variability in the 
rating was found. The item statistics that were correlated with the CLA ratings were the 
CT item difficulty value (ID) and the item discrimination indices (DI). In addition, the 
Rasch item difficulty was also included. The results of the correlations are summarised in 
Table 4.17. 
113 
Table 4.17: Correlations of item statistics and sub-component of CLA rating for 
Reading EPT 
Classical statistics Rasch Statistics 
Item Difficulty Item Discrimination Logit 
Syntax -0.204 0.101 0.167 
P=0.180 P=0.510 P=0.274 
Cohesion 0.147 -0.039 -0.162 
P=0.334 P=0.800 P=0.288 
Rhetorical Organization -0.120 -0.020 0.118 
P=0.431 P=0.894 P=0.4.12 
Lexis -0.436 0.142 0.457 
P=0.003** P=0.351 P=0.002** 
N= 42ý0 
** PSO. OI 
The results above indicate that the only significant correlations are found in the 
knowledge of lexis with the CT item difficulty and logit, respectively. The negative 
correlations in the CT correlation suggests that as the knowledge of lcxis was perceived 
to be more required in completing the task, the difficulty of the item was also higher. In 
other words, the more difficult the items (in CT) were, the requirement in the knowledge 
of lexis in order to complete the task (as perceived by the raters) tends to be higher as 
well. The correlation between logit difficulty and lexis seemed to be similarly portrayed 
in the analysis. That is, the more difficult the items (in logit), the higher the knowledge 
of lexis was required to complete the tasks in the reading EPT. 
To reveal more information about the raters' judgements and their relationship with the 
two difficulty statistics, the ratings on lexis in relation to the two item statistics (ID and 
logits) were plotted in boxplots. They are given in Figure 4.4a and Figure 4.4b below. 
The boxplots give the distribution of dificulties (in ID and logit) of the items according to 
the two categories of ratings (somewhat required and critically required). The Y-axis (in 
Figure 4.4a and 4.4b) represents the difficulty values (ID and logits) while the X-axis 
represents the two categories of degree of involvement. 
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Figure 4.4a: Boxplot of difficulty index and level of knowledge of lexis required 
16 29 
somewhat required critically involved 
lexis 
The boxplots in Figure 4.4a indicates that the median of the `somewhat required' rating 
was higher than the median of the `critically required' rating for the facility comparison. 
This is indicated by the dark line across each whisker in the figure. In contrast, Figure 
4.4b seems to indicate the opposite for the comparison between logit and knowledge of 
lexis. The median for the lower involvement of knowledge of lexis (somewhat required) 
was lower than the median for the higher involvement (critically required) for the 
comparison with logit. However, both boxplots indicated that there was a moderate 
overlap between distribution of the 50 percentile of the two categories of ratings 
(somewhat required and critically required) in both the item difficulty index and logit 
comparison. This is apparent from the overlap of the shaded areas, between the two 
categories in both boxplots. 
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Figure 4.4b: Boxplot of logit and level of knowledge of leis required 
N= 16 
s anew hat required 
lexis 
29 
critically involved 
In order to give a clearer picture about the relationships between the item difficulty (in 
CT and Rasch) and the degree of involvement of the knowledge of lexis (as perceived by 
raters), regression was conducted. The regression results seemed to indicate that both 
were significantly predictors of knowledge of lexis. While 19% of the variance in 
knowledge of lexis could be accounted for by the ID, 20.9% could be accounted for by 
logits of difficulty. Logits were better predictors than CT item difficulty (ID). The 
summary of the regression results is given below. 
Table 4.18: Regression results of difficulty (by ID and logits) and the knowledge of 
lexis 
Difficulty Beta coefficient Significant It squared 
11) 
Logit 
+r I'<0.01 
-0.436 0.003** 0.190 
0.457 0.002** 0.209 
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To further explore the relationship between lexical density and item difficulty (in both the 
CT and Rasch), the description of the extreme values was computed for both the ID and 
logit. The description of the extreme values produced the highest and lowest 5 items in 
each category of the knowledge of lexis' involvement (somewhat and critically required). 
The items' numbers and their corresponding difficulty values are also provided for each 
category in the two extreme groups. Results on both difficulty statistics (ID and logics) 
are given in the following tables. 
Table 4.19a: Descriptions of extreme values Table 4.19b: Descriptions of extreme values of 
lexical density and lop-it difficulty lexical density and CT difficulty (11)1 
Lexical density Item 
category 
Item 
number 
Logit Lexical density Item 
category 
Item 
number 
II) 
Somewhat Highest 1 37 2.0810 Somewhat Highest I 18 
. 98 required 2 14 1.2010 required 2 16 . 97 (A) 3 13 
. 4900 (W) 3 II . 94 4 12 
. 3130 4 34 . 92 5 22 
. 3130 5 35 . 91 Lowest 1 18 -3.1740 Lowest 1 37 . 21 2 16 -2.8480 2 14 . 38 (I3) 3 11 -2.1660 (X) 3 13 . 54 4 34 -1.9760 4 12 . 58 5 35 -1.8500 5 22 . 
58 
Highest I 44 4.9860 highest I 3 . 94 Critically 2 38 2.7400 Critically 2 24 92 
required (C) 3 23 1.8230 required (Y) 3 6 88 
4 25 1.7720 4 8 
. 80 5 33 1.6710 5 2 
. 76 Lowest I 3 -2.2190 Lowest I 44 . 02 2 24 -1.9320 2 38 . 13 (D) 3 6 -1.4710 (Z) 3 25 . 26 4 8 -0.8380 41 23 . 26 5 2 -0.5900 5 33 . 28 
Several observations were done based on the description of extreme values involving 
logit and ID in Table 4.19a and 4.18b above. The observation on logit was done based on 
the different aims given below. 
" To find out the relationship between the items and the difficulty in logit in the 
different categories of lexical density (A, B, C and D). 
" To identify the items in this different categories. 
.,.., i rT' . ion:, .. u.. 
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The observations on items in the different categories of lexical density in Table 4.19a 
above arc given below: 
Category C- Items within the highest degree of lexical density 
" The most difficult item (item 44) is also the item that was perceived as requiring the 
highest involvement in the knowledge of lexis (see Table 4.19a, column 3, row 12) 
e. g. Item 44 
Which of the three reading passages is/are in favour of English as the International 
Language? 
A. 1,2 and 3 
B. None of them 
C. 1 only 
D. I and 2 
" In fact, all the five items are among the top 6 most difficult items in the difficulty 
continuum according to logits. 
Category I3: 5 lowest lexical density items 
" Item 8 is the easiest item (in logit). It is also the item that requires the least 
knowledge of lcxis. 
e. g Item 8 
"this attitude" (line 42) refers to the idea that 
A. there is a need to feel over anxious 
B. there is no cause for everyone to learn English 
C. everyone should have an equal chance 
D. a fine tuning is required 
" The five items are among the seven easiest items in the test. 
Category A 
" Generally, the items in this category are of the moderate difficulty (items 13,12 and 
33) 
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e. g. Items 12 and 13 
12. Why did the standard of English fall in Malaysia? 
A. Bahasa Malaysia was made the national language. 
B. language is a sensitive issue. 
C. Malaysia is a multi-religious country. 
D. language is a unifying force in Malaysia. 
13. The present education policy of giving everyone an equal chance in English means 
that 
A. urban students are better at English. 
B. all students are taught English. 
C. rural students are equal to urban students. 
D. all students are motivated to learn English. 
Category D 
" Despite requiring critical involvement in knowledge of lexis, the items in 
category seemed to consist of items in the easy end of the difficulty continuum. 
e. g. Items 2 and 3 
2. "this attitude" (line 6) refers to 
A. finding of the local lecturers 
B. students' view on learning English 
C. idea about the standard of English 
D. feeling that English is difficult to learn 
3. "their" (line 8) refers to 
A. three lecturers 
B. Bachelor of Education students 
C. English language students 
D. Malaysian universities 
this 
The observations above seem to suggest that there are consistent relationships between 
the lexical density category and difficulty for the easiest and most difficult items in the 
reading EPT. The top most difficult items are associated with the highest end of the 
lexical density (C), while the items at the easiest level of the difficulty continuum are 
associated with the items that require the least knowledge of lexis. 
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The next observation was done to compare the logits and ID extreme value descriptions. 
When the two tables are compared, it can be seen that the items in the two categories 
within the two degrees of involvement (somewhat and critically required) are mirror 
images of the opposite item in the corresponding category. Table 4.19b indicates that 
there is less consistency in the relationship between lexical density and the ID values. For 
example, the items in the `lowest group' (W)' in the `somewhat' category are items with 
moderate difficulty and are in fact higher than any of the difficulty found in the `lowest 
group' (Z) of the `critical' category. 
In conclusion, the findings in this study suggest that a content analysis that is based on the 
CLA model is only sensitive to items that require knowledge of lexis. In other words, the 
CLA rating approach is not very efficient for content analysis of a test of this nature (i. c. 
dichotomously scored reading test used for placement purposes). Among the 
implications derived from this study is the importance of investigating the usefulness of 
the CLA model for future use in content validity study. 
As a result, the main study extended the methodology to find out more about the 
efficiency and feasibility of using the CLA model for the content validity study of the 
reading EPT. Basically, two major areas are investigated. The first is the pattern of 
rating when more than one person's judgement is used. The second issue dealt with in 
the main content validity study is the comparison between judgement of ability required 
and the item difficulty. The Rasch item difficulty is used as it is more stable and robust 
and as the preliminary study showed, the pattern of relationship seemed to be more 
consistent when logits are used. 
Based on the experience in the methodology used in this study and results discovered, 
several modifications were made in the main study. They include: 
" The use of more than one rater to independently rate the items based on the CLA 
rating scale (the preliminary study used two raters who jointly rated each item). 
120 
9 To use statistical analysis in order to compare the ratings from different raters. 
To investigate the pattern of rating based on the different sub-components of the 
CLA. 
" To investigate the relationships that are significant between the logit difficulty and the 
constructs of the CLA. 
" To investigate if the difficulty of the item in the test is sensitive to any of the other 
constructs of the CLA component included in the study (other than lexis as suggested 
in this study). 
4.3.4 Concurrent validity of EPT 
The results of the comparison between self-assessment and EPT results are given in Table 
4.20. The results that are of interest are the correlations of self-assessment of the four 
different skills (listening, reading speaking and writing) and their corresponding skills 
EPT results. These results are highlighted in the table below. Significant correlations are 
also noted in the table. 
Table 4.20: Correlation of sub-sets of CPT and self-assessment of 1996 students 
Self Sub-set of skills EPT 
assessment EPT listening EPT reading EPT spcakiilg EPT writing 
listening 0.28 0.20 0.11 0.09 
(P=0.000)* 
n=232 
reading 0.22 0.19 0.11 -0.05 
(p=0.003)* 
n=233 
speaking 0.31 0.25 0.33 0.1 1 
(p=0.003)* 
n=232 
writing 0.27 0.19 0.15 0.04 
(p=0.565) 
n=232 
*p< 0.05, two-tailed. 
The results above show that the range of correlation between self-assessment and skills 
EPT was between 0.04 to 0.33. The highest correlation was for speaking skill while the 
lowest was writing. With the exception of writing, the other three correlations were 
significant. 
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Since the purpose of the self-assessment was to judge how good the students were in 
predicting their abilities in the different skills, it was necessary to describe the results in 
terms of the degree of accuracy. As such, when the highest correlation coctiicient was 
taken (r= 0.33), the highest accuracy was only 11%. This suggests that the relationship 
between bands and students' ranking is still not very strong for the reading skill. In other 
words, even though the relationship is significant, the accuracy of students' assessment of 
their reading skill is not very strong. 
The above results has to be linked with the research questions in this study which was to 
find out the significance of using self-assessment as a measure of level of ability. From a 
general overview of the results, it could be said that with the exception of writing skill, 
the students could rank themselves significantly well according to the level done through 
the skill EPT. Could this mean that self-assessment can be used to replace the EPT skill 
tests? Since the highest accuracy found is only 11%, it is imperative to compare these 
results with the results of similar studies on self-assessment in order to make a better 
judgement of the significance of self-assessment in this study. 
These results could be compared to other self-assessment that have been done among 
second language learners. The first example could be taken from Wall et al. (1994) 
concurrent validity study of the University of Lancaster placement test. The range of the 
correlations was found to be higher than in this preliminary study. Wall's study found a 
range of correlation of between 0.30 to 0.51. In a study by LeBlanc and Painchaud 
(1985), self-assessment for the four different skills among second language learners 
resulted in correlations of between 0.43 to 0.50. Criper and Davies (1988) too, as part of 
the validation of the ELTS conducted a concurrent validity study involving self- 
assessment and found a range of correlations of between 0.001 to 0.47. 
Self-assessment among second language learners in the review of literature generally 
reported low correlations. A compilation of studies on self-assessment among second 
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language learner was done by Blanche and Merino (1989) and several conclusions about 
self-asscssmcnt were made. Among others they concluded that although higher values 
were cited in some studies, the commonly found range was between 0.50 to 0.60. 
Several reasons were given as to why low correlations were found in self-assessment 
among second language learners. One of the reasons given by Blanche and Merino 
(1989) was the fact that second language learners lack training in evaluating their own 
abilities. Another possible reason given was that learners were also probably unfamiliar 
with the rating scale used in order to assess their own abilities. Jafarpur (1991) also 
concurred to the notion that students of foreign language are poor judges of their own 
competence in English. He based this conclusion on his study involving second language 
learners among university students from Shiraz University in Iran. 
The results of this preliminary study show that despite the fact that the correlations were 
significant, the accuracy of the predictions of ability from self-assessments in the skills 
were still low, judging from the r squared values. However, the usefulness of self- 
assessment for the purpose of concurrent validity should not be altogether dismissed. 
This is because past studies in self-assessment have reported a variety range of 
correlations between self-assessment and performance in language tests. Low ranges of 
correlations are also commonly found in past studies. In addition, acceptable range of 
correlations had been quoted in a lot of research that used self-assessment. The 
acceptable correlation by Oskarsson (1978) which was later quoted by LeBlanc and 
Painchaud (1985) is one that can be used as a guideline to decide the feasibility of using 
self-assessment as external measure of concurrent validity. Several reasons could have 
contributed to the low correlations in the context of the IIUM students in assessing their 
own abilities. One of the possible reasons could be due to unfamiliarity with self- 
assessment. As has been mentioned in the background section of this chapter, the 
students involved in this study were Malaysian students who had undergone secondary 
school education in the country. The system of education at the secondary level in the 
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county is very much examination based and self-assessment of language ability is hardly 
introduced to the students. As such, this could possibly lead to the low accuracy. 
Another possible reason is also due to the rating scale that was very general. Students 
were only asked to rate their ability of a scale of four: poor, fair, good or excellent. 
Students may not be very familiar with the standard of each rating thus leading them to 
rate themselves lower than the actual ability level. This is especially true when they their 
standard of English was compared to native speaker instead of the standard of English in 
the academic context of the university requirement. 
Despite the fact that self-assessment results do not necessarily show high accuracy in 
predicting true ability in language skills, self-assessment has been one of the most 
feasible criteria for evidence of concurrent validity. In fact, guidelines have been used in 
several studies to indicate the acceptable range of correlations in sell-assessment among 
second language learners. One of the most commonly quoted guidelines is the one by 
Oskarsson (1978). fie suggested that a correlation of at least 0.50 is needed to show that 
students can assess their knowledge of the second language. 
Many studies have shown that they are still being used for such purposes. Results of self- 
assessment can indeed contribute to gathering of concurrent validity evidence. However, 
certain cautions have to be taken when results are to be used for the purpose as mentioned 
earlier. These include considering factors such as students' familiarity or unfamiliarity 
with the rating scale, training of students in assessing own ability and the validity of the 
rating scale. 
Two main conclusions can be deduced from the findings of the self-assessment 
methodology in this concurrent validity study. They are: 
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Self-assessment's results have to be treated with caution if they are to be used as the 
criterion for concurrent validity. There is available literature that can be reviewed to 
see how useful the correlations are if they are significant. 
" In the context of this research, the methodology should have included self-assessment 
that compares the global assessment and the Core test. This is because the Core EPT 
is a global test of language proficiency. The information on global assessment can be 
more significant in a placement testing validation of this context if high and 
significant correlations are found. If this is so, after evaluating the correlations 
against the `acceptable' and normal range from studies reported in the literature, one 
important conclusion could be deduced. That is, if concurrent evidence can provide 
significant correlations between the global EPT and self-assessment, the institution 
has a basis to decide to replace the test with a more convenient yet valid way of 
placing the student (in this case to Level I of the EPT structure). 
Based on the second conclusion, it was decided that self-assessment should be included in 
the nmetlhodology. However, it would include the assessment on global proficiency as 
well as the different skills. 
4.4 Recapitulation of preliminary study findings 
Before conclusions are made for the entire preliminary study, a recapitulation of the 
findings is presented below to summarise the issues pertaining to reliability and validity 
that were highlighted in the results. The issues are presented below. 
4.4.1 Differences in performance 
Two issues were highlighted in the observation of the students' results. Firstly, the 
performance of the students showed the varying proportions of students placcd in the 
125 
different levels based on the programmes. However, the bulk of the students were placed 
in the first level after taking the Part I EPT. The Part I was a global pleasure of language 
ability. 
This opened the question as to whether there were any other external criteria that could be 
used. As such, in the main study, it was decided that the methodology in the concurrent 
validity should include the comparison with other existing external measures. Two 
external criteria were included in the main study: existing English results from SPM and 
self-assessment on global and skill based proficiency. 
Secondly, the results from the analysis of students' performances in the 1996 EPT also 
revealed that: 
1) female students seemed to do significantly better than the male counterparts in the 
speaking test, and 
2) secular schools background students did significantly better than the religious school 
background students in all the skills tests. 
Even though the results show disparity in performance based on gender and school 
background, it was concluded that the factors affecting the differences were not 
significantly related to the test. As such, these two factors were not included in the main 
study. 
4.4.2 Classical and Rasch methods of analyses 
Both these methods identified flaws in the items of the test that could have affected the 
quality of the test. The results show that while the classical method identified 
weaknesses in the distractors, the Rasch method identified item dependence as the reason 
for rejection. Other than item level analyses, both analyses complemented each other by 
exposing other issues pertaining to the quality of the items in the test. Several features in 
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both the classical and Rasch Model will be explored to gain more empirical evidence for 
validity and reliability in the main study. They include: 
Relating reliability index to test length. At the same time, it is deemed important to 
compare test length with other reported studies on placement tests. 
" The use of item by person mapping in Rasch to investigate the utility of the items in 
discriminating between students. In addition, the two analyses would be used to 
investigate the items that are not testing any ability range, thus resulting in lost of 
information. 
" To use the Rasch estimates of person ability with the corresponding estimates of error 
in an investigation of misclassifications due to reporting ability based on raw scores. 
4.4.3 Content analysis with CLA rating scale 
There were some components that were easier to be rated than others in the rating scale. 
Some comments were noted when the scale was used but the results showed that it was 
possible to get teachers to agree in the rating when it was done together. However this 
method has not given much information about the feasibility of using the CLA rating as a 
tool for content analysis. Thus, several other steps were included in the main study in 
order to get more significant information as well as to investigate the feasibility of using 
the CLA rating scale. 
4.4.4 Self-assessment as criteria of concurrent validity 
Self-assessment results in this study generally showed significant correlations with the 
EPT (with the exception of one skill). However, results of self-assessment have to be 
treated with caution as several factors have been reported to cause low correlations. The 
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use of self-assessment in the main study is seen as significant since it is important to lind 
out if this more convenient procedure will produce significant correlations. This is 
because significant concurrent validity results can affect institutional placement 
procedure such as in the HUM context. For example, if concurrent evidence shows a 
strong and significant correlation between Part I of the EPT and students' self- 
assessment, this means that the placement procedure to level I of the EPT structure can 
be achieved through survey data- self-assessment. This means that the placement 
procedure that involves two different levels of tests can be reduced to just one. This in 
turn can reduce the time and cost that are associated with the construction and 
administration of the test. 
4.5 Conclusion 
Several problems in test reliability and validity were addressed in the preliminary study. 
The findings and experience in this study have been helpful in developing a more 
coherent methodological approach in the main study. The main study concentrated on the 
usage of the classical and Rasch item analyses, the CLA rating scale and the use of self- 
assessment for concurrent validity. However, several other issues were also investigated 
in the main study. The next chapter will be devoted to discussing the focus of the main 
study as well as the methodological approaches undertaken. 
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Notes: 
Thank you to Madam Vasunthara, the Head of the Testing Team at the Matriculation Centre for the 
interviews and access to the 1996 EPT results and test papers. 
' This information was gathered from Admission and Record Department at the HUM matriculation centre 
as well as from the researcher's previous experience and involvement in student intake and interview of new 
students for the centre. 
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Chapter 5: Main Study and Its Methodological Approaches 
5.0 Introduction 
The aim of the main study, as mentioned in chapter 1, is investigating the procedures 
in placement test evaluation. The main study was designed to take into account 
several aspects of reliability and validity of the English Placement Test (EPT) 
conducted at the Matriculation Centre of the International Islamic University, 
Malaysia. The different methodological approaches in gathering evidence for 
reliability and validity will be discussed separately. I3efore the approaches are 
discussed below, the following section will elaborate on the aspects of reliability and 
validity that were the focus of this study, and the parts of the E-PT that were used as 
the instrument. The proceeding sections will then be devoted to approaches in the 
reliability study, followed by sections that will deal with approaches for validity. 
5.1 Focus of study 
The focus of this main study was on the methodological approaches in gathering 
internal and external evidence for both reliability and validity. In the reliability study, 
both the classical and Rasch methods of analyses were utilised. The focus of using 
the two methods was to investigate the utility of each method in gathering the 
necessarily evidence for reliability of the placement test. 
The reliability study in this research was based on the reading skill EPT at the HUM 
that was used for the academic year 1997/98. This skill was chosen because reading 
has always been seen as one of the crucial skills being tested to assess the language 
proficiency of students wishing to attend English medium universities or colleges, 
namely in the context of where English is a second or foreign language. Furthermore, 
in many countries like Malaysia, Indonesia and the Philippines, even though English 
is not used as the medium of instruction at the tertiary level, the importance of giving 
language support in this skill is still deemed necessary as the reading materials at this 
level are still highly dependent on the English texts (see l'ineda, 1981; Batista and 
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Gonzales, 1981; Hassan, A., 1981,1995 and Quah, 1997). 
The validity study entailed investigating five facets of validity. They included the two 
criterion validity studies (concurrent and predictive validity), content validity, validity 
of the cut score and validity of the parallel forms of the tests. These separate studies 
entailed looking at the different parts of the EPT at the HUM. Again, the reading sub- 
section of the EPT was used as the instrument for three of the studies which were the 
content, cut-off score and parallel forms validity studies. The detail of the batteries 
used in each study will be discussed in the relevant sections below. The focus of the 
different approaches in the different validity studies are: 
" To investigate the usefulness of self assessment data for concurrent validity study 
" To investigate the feasibility of using the CLA rating for content validity study 
" To demonstrate the importance of cut-off score study in placement testing 
" To investigate the use of survey data for predictive validity study 
The subsequent section will discuss the approaches undertaken in the reliability study. 
5.2 Approaches in reliability study 
Taking into consideration that the characteristic of reliability is the consistency of 
measurement, several factors may contribute to observed inconsistencies. These 
factors may come from different sources, which among others could be due to 
individual variations, the situation, the instrument, the scoring, and the test 
administrations. The reliability study of this research primarily focused on the 
instrument and the scoring aspects of the test. The reading skill sub-set of the EP'I' 
was used in this study. The test content of the reading EPT will be discussed in detail 
in the subsequent chapters (Chapter 6 and Chapter 7). 
Both the classical and Rasch methods were utilised to analyse the reading skill CPT 
that was used for the placement of students at the RUM matriculation centre for the 
1997/98 academic year. All 50 items in the reading test were analysed by both these 
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methods. The responses to the 50 items were taken from a sample of 557 students of 
differing academic programmes. The samples of responses were included based on 
the availability of the scripts from the English Language Department. A total of 557 
scripts that represented students from 7 different programmes of study were retrieved 
from the language department at the main matriculation branch. Before the details of 
the methods are discussed in the subsequent section, the details of the subjects used in 
the analyses will first be discussed. The breakdown of the subjects according to their 
programmes of study in the university is summarised in the table given below. They 
included students from the Economics (n=155), Human Sciences (n=113), Laws 
(106), Engineering (n=95), Bachelor of Arabic (n=23), Bachelor of English (n=40), 
and Architecture (n=25). 
Table 5.1: Breakdown of samples according to programmes of study 
Breakdown of Samples According to 
Programmes of Study 
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The variations in the total number of students from different academic programmes 
were due to several reasons. The first reason was the fact that the total intake of the 
differing programmes differed in the academic year. For example, the first three 
programmes (Economics, Human Sciences and Laws) had higher numbers of students 
taken into the matriculation programmes as compared to the other programmes in the 
year this study was conducted. The second reason for the variation was due to the 
availability of the reading skill EPT scripts of the students. At the cnd of the 
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orientation week, the students were located at different branch campuses based on 
their programmes of study. The students in the Islamic Revealed Knowledge (IRK) 
programme could not be included since their EPT was conducted at a diffcrent branch 
campus (in a different city at the East Coast of the country) from where the researcher 
was stationed. Since the administration of the branch campus was independent of the 
main campus, the researcher could not have access to the scripts. 
The set of 557 students' responses on the reading skill CPT were first coded based on 
the ITEMAN statistical package specification in order to get outputs for both the 
classical and Rasch Model analyses. The results of the item analyses in both methods 
were analysed separately. The section that follows will give the details of the analyses 
based on the classical approach. 
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5.2.1 Classical approach in the rcliability study of reading E1'T 
The parameters of the items that were examined in the classical analyses were the 
difficulty, discrimination and point biserial indices. The set of dichotomous responses 
by the sample students was submitted to the MICROCAT statistical package in order 
to produce those indices. After the indices were produced, the next step was to decide 
on the criteria in order to categorically describe the items based on the difficulty, 
discrimination and point biserial indices. 
In the preliminary study, reference for criteria for defining the indices had been taken 
from Henning (1987: 52-54). However, in the main study, changes were made based 
on the literature review that was conducted later. It was discovered that Ebcl (1972: 
399) was more widely quoted in studies where item analyses involving discrimination 
indices were used. As such, while the difficulty and point biscrial indices analyses 
were maintained to follow Henning's guidelines (1987: 52-54), the discrimination 
indices output had followed Ebel's rule of thumb. The summary of the criteria for 
describing the items based on the three classical item indices are given in Table 5.2 
below. 
Table 5.2: Criteria for defining items based on classical indices 
Item difficulty Item Discrimination Point Biserial 
r obi 
ID 2 0.67, too easy. DI 2 0.40, the item is functioning quite satisfactorily. rpbi 2 0.25, the item 
0.30 S DI Z 0.39, little or no revision is required. contribute little to the 
ID 2 0.33, the item If 0.20 S DI Z 0.29, the item is marginal and needs total of the test score. 
is too difficult. revision. 
If DI z 0.19, the item should be eliminated or 
completely revised. 
The next analysis that was conducted with the classical results was to examine the 
reported reliability index. Comparisons were made with other reported reliability 
coefficients involving language tests for placement purposes. The purpose of the 
comparison was to relate test length to the reliability coefficients reported in these 
studies. The relationship between test length and reliability indices is considered an 
important aspect of any evaluation of. placement tests because in many institutional 
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contexts, language testers and administrators are concerned with having tests that are 
very efficient, and yet as short as possible. This is due to the many constraints that are 
faced by the institutions concerned, as discussed in Chapter I section 1. I. 2. 
A further investigation was done to compare the item analysis results based on the 
classical approach with Rasch item analyses (c. f. section 6.1.2.2). The aim was to 
look at the similarities and differences in the items rejected by both methods. 
5.2.2 Rasch analysis of reading EPT 
The one parameter model of the IRT was chosen for the analysis of the reading test 
because the research was only concerned with the item difficulty and person ability 
parameters. Furthermore, the number of test takers was not large enough to calculate 
the additional parameters. 
The results based on Rasch analysis were divided into two areas. The first concerns 
the items in the test. Two steps were taken in this area. The first was identifying the 
bad items through the information on misfitting items. Secondly, these results were 
compared with the items rejected by the classical method. The purpose of the 
comparison was to see if the same items were identified by the two methods. Based 
on this comparison, reasons for rejecting items were investigated. 
The second feature of Rasch results dealt with in this part of study was looking at the 
reliability of the reading EPT cut-off score. Classical reliability with SEM also allows 
one to look critically at the scores around the cut-off scores (c. f. Chapter 2, section 
2.1.1.3). However, the CT is limited in a number of ways. In this study, two CT 
limitations make Rasch estimates of reliability for scores close to the cut-off point 
superior. Firstly, SEM associated with CT is sample dependent. The second 
limitation is that measurement error is assumed to be the same for all scores (one 
SEM for all observed scores). Therefore, the evidence from an investigation that is 
based on CT alone cannot be used to generalise the reliability of the scores beyond the 
group tested. 
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Two procedures were involved in the cut-off score reliability investigation based on 
Rasch estimates. The first involved the discrepancy between reporting students' 
results based on raw score and the estimates of students' true ability. This was made 
possible as the output from the Rasch analysis provided a table of raw scores, the 
estimates of persons' abilities for each raw score and the error associated with each of 
these ability estimates. Since each estimate of person ability from the Rasch analysis 
is accompanied by a margin of error, the true ability of a student could be calculated 
based on the relevant estimate plus or minus its estimated error (McNamara, 1996: 
163). Based on this information, an ability range for each ability estimate was 
calculated. These results were then tabled in order to identify if there was any overlap 
between each estimate of ability when the abilities were reported as raw scores. To 
illustrate the procedure, an example is given below for reporting raw scores 19 to 2I 
in the reading EPT. 
Table 5.3: Example of calculations of ability range for a sample of raw scores 
Reported Raw Estimate of Standard Calculation of Ability range 
Band score Ability (theta) Error ability range 
5.0 19 -0.61 0.331 (-0.61 - 0.33 1) to -0.941 to 
(-0.61 + 0.331) -0.279 
5.5 20 -0.50 0.328 (-0.50 - 0.328) to -0.828 to 
(-0.50 + 0.328) -0.172 
5.5 21 -0.39 0.326 (-0.39 - 0.326) to -0.176 to 
(-0.39 + 0.326) -0.064 
In the above table, the first column refers to the Band for the corresponding scores in 
column two. The third column gives the estimates of ability that are produced from 
Rasch analysis, for each corresponding raw score. This column is followed by the 
column that gives the estimates of error for each corresponding estimate of person 
ability. The fifth column illustrates the calculation for the range of each ability 
estimate, which is the plus and minus of the standard error for each ability estimate. 
Lastly, the sixth column provides the range of the ability estimates after the 
calculation. 
The focus here was on the raw scores and estimates of abilities around the cut-off 
scores. Based on this, a table of the estimated ability range of scores around the cut- 
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off scores was produced and the frequency of students in the range that overlapped 
was calculated. The ability range when compared to the corresponding reported raw 
score shows that some of these students could have been in the same ability range as 
those below or above the cut-off score. The availability of a range of estimate of true 
ability made it possible to speculate that reporting level of students according to raw 
score could possibly have caused some students to be wrongly classified. 
Next, the calculation of error estimates was done based on the z-statistics on those 
scores that were affected. These results produced the probabilities of numbers of 
students affected based on a hypothetical probability of outcomes based on the 
accuracy of decision. The hypothetical probabilities of outcomes are given in Figure 
5.1 below. 
Figure 5.1: Hypothetical Probability of Outcome Based on Error Estimates 
Cotnpctcncc Lcvcl Based on Calculation of 
Estiniatcs of Ability Rangc 
Classification Based on Upper Intermediate 
Raw Score Advanced 
Uppcr lntcmicdiatc Advanccd 
TRUE NEGATIVES FALSE NEGATIVES 
FALSE POSITIVES TRUE POSITIVES 
TRUE NEGATIVES 
FALSE POSITIVES 
The second procedure to check on the reliability of the reading EPT cut-off score 
involved the use of samples taken from students in the lower intermediate level. This 
was done to substantiate evidence for the reliability evidence of the cut-off score used 
by the institution. In this further study, 41 students who were not supposed to sit for 
the reading EPT (as they scored below the cut-off point in Part I CPT) were taken as 
samples to sit for the reading EPT. They were included as samples based on their 
attendance at the test. A total of 100 students in the group were initially randomly 
selected to participate (equal proportions to represent the different programmes of 
study), however only 41 students actually came to take the test. 
This step (involving non-masters to sit for a higher level test) is not commonly done 
FALSE NEGATIVES 
TRUE POSITIVES 
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in research that conduct a cut-off score study because the method involves `failures' to 
attend or proceed to a higher level. It is not normally easy to get `failures' to progress 
to a higher level in order to see how well they do in the higher level test. 
The assumption made was that these sample students would score lower than the cut- 
off score of the reading EPT (raw score lower than 25) since they were initially placed 
in the lower intermediate level. The performances of these students were tabled in 
relation to the to cut-off score in the reading EPT. This was done by tabulating their 
results into 4 categories: clear upper intermediate, critical upper intermediate, critical 
advanced and clear advanced. The categories of grouping were based on the score 
range established from the probability of error estimates in the abovementioned cut- 
off score study. `Clear upper intermediate' and `clear advanced' referred to those who 
could not have been possibly misclassified due to the error of estimate of ability (true 
negatives and true positives respectively). On the other hand, critical upper 
intermediate and critical advanced referred to the range of scores within the cut-off 
scores that could have been students who were false negatives and false positives, 
respectively. 
The last Rasch output that was used in the reliability study was the information gained 
from the mapping of person ability and item difficulty. The purpose of the analysis 
was to investigate the characteristics of items based on the observations of their 
position in the same continuum (of item difficulty and person ability). Three item 
clusters were named (easy end, around the cut-off score and difficult end of the 
continuum). The characteristics of these items were identified based on their 
linguistic features (the type of tasks) and their item analyses features (from both 
classical and Rasch model). Lastly, based on the separated observations of the three 
item clusters, their linguistic communality was also identified. 
5.3 Approaches in validity study 
Evidence for validity in the study was gathered for five different purr poses. The 
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methodological approaches employed entailed gathering both empirical and 
theoretical evidence to support concurrent validity, content validity, the validity of the 
cut-off scores, validity of the parallel forms and the predictive validity of the 
placement test. The approaches undertaken for the different purposes will be 
discussed separately in the following sections. 
5.3.1 Methods in concurrent validity 
The reason for concurrent evidence in placement test validation is to see how the test 
functions, as compared to other existing tests and external measures. When placement 
tests are tailor-made by institutions, it is most common to compare the test with other 
existing test results. This is because the question of how the tests are comparable to 
existing standardised tests often arises. 
The concurrent evidence in this part of study was examined in two ways. The first 
approach was to examine the relationship of the EPT with other language proficiency 
tests. The second was between the EPT and students' self-assessments. Both of the 
approaches were used not only to validate the EPT. Rather, the main interest was to 
evaluate the usefulness of self-assessment data in gathering the necessary evidence for 
a concurrent validity study in the HUM context. The detailed approach and 
instruments used in these two studies will be discussed below. 
5.3.1.1 Relationship with other tests 
The objective of the test comparison was to find out to what extent the EPT was 
functioning in the sane way as the other existing language proficiency tests, both as a 
global measure of language proficiency and as measures of language ability in the 
different skills. The method involved comparing the test scores of the same students 
taken about the same time. In many placement validity studies, the criteria for 
comparison have been other standardised tests of known validity and reliability. In 
this part of study, the data involved students' results in the CPT, and their English 
language proficiency tests results taken prior to entering the university. The data for 
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language proficiency tests results were gathered through questionnaires distributed to 
students during their orientation week. 
Over seven hundred Malaysian students completed the questionnaire during the 
orientation week. Appendix 5.1 provides a sample of the questionnaire. Item 3 in the 
questionnaire was designed to elicit information pertaining to the first criterion for 
comparison. 'file question required students to give the results of all the proficiency 
tests that they had taken in the time span of between the end of their secondary school 
year to the time they entered the matriculation centre. The proficiency results based 
on questionnaires were dependable. Students were aware that that one of the bases of 
their acceptance to the university and allocation to the different programmes of study 
was based their results in the English language proficiency tests taken. Results from 
the questionnaire revealed that only the SPM English and GCE `O' level English 
could be used for comparison. This was because less than 10 students had taken the 
other language proficiency tests like TOEI7L and IEL1 S. 
The corresponding EPT results of the same students who responded to the 
questionnaire for English proficiency results were gathered from the Language 
Division after the tests were conducted. The results taken were from both the Part 1 
(Core EPT) and the sub-sections of the Part 2 (Skills EPT). 
The sample used in this study was made up of students who registered for the 
matriculation courses at the HUM in the 1997/98 academic session. Almost all of the 
students who enter the matriculation centre of this university are Malaysian students 
from the ethnic Malay, whose first language is not English. A minority of the students 
(less than 10 percent) were students from other countries. The sample only included 
the Malaysian students in the university. 
The results of the EPT were correlated with the two external measures, SPM and GCE 
`0' level English. SPM English is a comprehensive standardised test consisting of 
sub-sets of oral, reading, writing, cloze and grammar. The test was taken at the end of 
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their secondary school education. The test was set by the Testing and Measurement 
Unit of the Malaysian Ministry of Education based on the upper secondary school 
syllabi. The grades for the SPM English are given based on a nine- point scale: Al, 
A2, C3, C4, C5, C6, P7, P8 and P. They indicate the different levels of general 
language proficiency of the students. Al represents the highest level while F-9 tile 
lowest or Fail. Since the SPM was conducted in schools, the gap between SPM and 
EP'1' was about 6 months. 
GCE `0' level taken by these students are the UCLES international version of the 
English proficiency test which was designed in association with the Ministry of 
Education in Malaysia. The paper was renamed English 1119 in the Malaysian 
context. The grading given was also made similar to SI'M (nine-point scale), and that 
AI indicates the highest level while P9 the lowest. 
The data from the external tests (GCE `O' level and SPM English) were not in raw 
scores as they were reported to students in categories (I to 9). On the other hand, the 
data from the Core EPT results were in raw scores. In order to perform a statistical 
correlation with ordinal level of measurement, the Core EPT results were converted 
into categories. The conversion was based on the standard cut-off point procedure 
practised at the IIU matriculation centre to place students in the CCU, CCL and the 
second level of the EPT structure (see Figure 1, in chapter 1, page 9). The conversion 
method is considered reliable in that there has been a consistent distribution of 
students in the three levels of proficiency for two consecutive years., The students 
scores in Core EPT were converted to the ranking where raw scores of 0 to 30 was 
beginners level, 31 to 50 lower intermediate and 51 to 75 upper intermediate. The 
only addition to the level (that was not used in the institutional interpretation) was for 
the range of scores of between 76 and above. For the purpose of this study, this range 
is called the advanced level. 
Relationships between the tests were expressed in terms of the correlation 
coefficients. The appropriate correlational statistics to use was the Spearman rho 
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rank-order correlation (i. e. non-parametric correlation procedures as the variables are 
not in interval or ratio measures). The statistical output for the comparison was 
carried out by the SPSS programme. 
5.3.1.2 Relationship with self-assessment 
The particular survey data of interest in this part of study is the self-assessment. The 
aim was to investigate the status of using self-assessment among second language 
learner students in Malaysia for the purpose of concurrent validity. The students' 
judgements were also obtained from tlie same set of questionnaire (Appendix 5.1) that 
was given out to the students during their orientation week whilst they were doing 
their skills EPT. The distribution of the questionnaire was done at randomly picked 
EPT examination venues. This was to ensure that the samples would consist of 
students from the different programmes of study. 
The questionnaire consisted of 2 sub-sections that gathered the necessary information. 
Questions 9 and 10 in the questionnaire were aimed to elicit students' opinion about 
their language proficiency. Both these questions required the students to rate their 
proficiency on a Likert scale. While question 9 asked for assessment on global 
proficiency, question 10 was divided into four different skill areas. The same Likert 
scale was used for both questions 9 and 10. The students were asked to rate their 
proficiency on a scale consisted of a rating of four categories: poor, fair, good and 
excellent. The scale in the preliminary study was again used in this study as the aini 
was to find out how the students judge their language ability rather than whether they 
need any language support. It was also deemed not possible to ask the students to 
place themselves according to the different levels of language support classes as at the 
time of the questionnaires being distributed, the students had not been briefed of the 
language courses (therefore, the unfamiliarity with the language levels). Question 9 is 
given below to illustrate the use of the rating scale for the self-assessment. 
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Question 9 
Please tick on the scale below, the adjective that best describes your current proficiency in English in 
general. I low good are you now in general: 
Poor Fair Good Excellent 
The results from the questionnaire were collected with the corresponding students' 
EPT result and the statistics for comparison were produced using the SPSS package. 
The Spearman rho rank-order correlation was most appropriate when dealing with the 
data. 
The results of the sample students' self-assessment in this study were correlated with 
their corresponding results on both Part I and Part 2 of the EPT. Next, the results 
were compared to those of other studies involving self-assessment by second language 
learners for comparison purposes as well as to evaluate the feasibility of using this 
method in a setting similar to this study. 
5.3.2 Methods in content validity 
The American Psychological Association guideline on content related evidence states 
that the 'evidences should demonstrate the degree to which the sample of itents, tests 
or questions on a test are representative of some defined universe or domain of 
content (APA, 1985: 10)'. Two aspects of content validity have been identified, 
content relevance and representativeness, or coverage (Bachman, 1990: 244). The 
guideline for content validity evidence in the latest edition of the Standards for 
Educational and Psychological testing stated that `evidence based on content can 
include logical or empirical analyses of the adequacy with which the test content 
represents the content domain of the proposed interpretation of the test scores 
(AERA, APA and NCME, 1999: 11)'. The theoretical bases for argument for a test to 
demonstrate its relevance and coverage of a given domain of ability have been 
discussed in the literature review in Chapter 2 (cf. section 2.3.1.2). Since the focus of 
this research is on the methodological approaches in gathering the evidence for 
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content validity, the approaches undertaken in the past research studies will be 
discussed in brief below. 
The basic approaches in content validation of language proficiency or placement tests 
have involved two basic aspects. The first was the use of experts as the informant for 
making judgements for the representation and relevance of the tasks and items in the 
tests. Secondly, they involved the domain of specification against which the samples 
of tasks or test items were compared in the attempt of validating the content of the 
test. 
The use of `experts' varies from studies to studies depending on the domain the 
comparison is made against. Several different approaches have been. seen when 
content validation was done on language tests for placement purposes. For example, 
in the study by Wall et al. (1994: 331), language teachers were used as `experts' to 
judge whether the content of the placement test was reflective of the course content 
for the corresponding sub-skill placement tests. Fulcher (1997a: 130), on the other 
hand, used informants from different faculties to comment on the questions in the 
placement test at the University of Surrey. The objective was to find out if the items 
were relevant to the disciplines of the students. A third example could be cited from 
the Criper and Davies (1988: 17) validation study of the ELTS in which the content 
validation required consensus judgement using both language teachers and people 
who have been working in language testing. Their domain of specification against 
which the test was compared was the specifications of the tests as given by the test 
writers. Lastly, Bachman, Davidson, Ryan and Choi (1995: 100) in their content 
analysis of the FCE and TOEFL developed subjective rating scale to quantify the 
abilities measured by both the tests. The rating for content analysis employed both the 
CLA and Test Method Facet (TMF) frameworks of language as the domain of 
specification, while the raters consisted of EFL teachers. These different procedures 
employed in the content analysis studies can be summarised. Figure 5.2 may be used 
to illustrate the basic approach of the above content validation studies and the link 
between expert judges, domain specification and test content. 
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Figure 5.2: Basic approach in content validation 
The differences in the studies cited above are in their choice of expert judges in order 
to ascertain the relationship between test content and the domain of specification. In 
addition, the domain of specification also varies accordingly. The differences in 
choices of judges and domain can be extrapolated as in the figures given below. 
Summary of approaches in content validation studies 
Figure 5.3a: Content validation according to test Figure 5.31,: Content validation according to 
specification course content 
Expert Judges Domain of specification Expert Judges Domain of specification 
Test Content 
Language teachers 
and language 
testing experts 
Test specification 
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Figure 5.3c: Content validation according to subject Figure 5.3(1: Content validation according to 
area Theoretical franic«"ork of language ability 
Ell. 
tcochcr 
Test Content 
Components of 
Conununicatice 
Language Ability 
For this study of the content validity of the CPT, the importance of looking at the 
judgements by `experts' (cf. Alderson, 1993a) and the criteria chosen as the domain of 
specification are recognised. Recent research in the nature of `expert' judgement has 
shown that it has not always been the case that `experts' agree with each other (see 
Alderson, 1993a). One of the possible reasons for these disagreements as suggested 
by Alderson was the the ambiguity and the complexity of what thought to be the 
domain of specifications against which individual test items are compared (Alderson 
et al., 1995: 175). 
Two different ways of looking into content validation were carried out in this study 
(see Figure 5.3b and Figure 5.3d above). The details of both procedures will be 
discussed separately in the following sub-sections. The sub-section that follows will 
discuss the content validation that was conducted using teachers as judges and the 
course content as the domain of specification. 
5.3.2.1 Content validation with course content 
As the objective of the placement test was to gauge the different levels of students' 
abilities and to place them in the different language courses, it was expected that the 
test content to be reflective of the course syllabus. As such, language teachers in the 
Language Department were expected to be able to make a judgement about the 
relevance and representativeness of items in the test for evidence of content validity. 
The content of the skill sub-sets of the El I' (1997 version of reading, writing, 
146 
listening and speaking EPT) were used in this study. The aim was to have the 
teachers to judge if the content of the four sub-sets of the skill EPT represented the 
corresponding skill focus classes (see Figure 5.3b). Several teachers were requested 
to participate as judges but only 6 teachers volunteered. They consisted of teachers 
who had had experience in teaching all of the skill focused classes (see Figure I. I. 
page 9) in varying semesters. The teachers consisted of 2 males and 4 females. One 
of the teachers was a native speaker of English while the others were second language 
speakers of English. In addition, while four of the teachers had formal English 
language teaching training from abroad, the other two teachers were trained locally. 
These teachers had been teaching the language courses when the new IEPT first 
introduced by the English Language Division in 1995. However, only some of them 
were teaching the courses when this study was taking place while others had done so 
in the previous semesters. 
The teachers were asked to rate on a Likert scale the degree of 
agreement/disagreement as to whether skill test items in the EPT were representative 
of the course content of the corresponding courses offered. They were asked if they 
strongly agreed, agreed, were undecided, disagreed or strongly disagreed that the 
different sub-sets were reflective of the respective courses' content. 
Initially, the domain of specification for each skill test was planned to be gathered 
from the course syllabi of the corresponding skill classes. However, it was discovered 
from the Course leaders of each skill courses that the course outline and materials in 
the different courses had varied according to semester. Thus, it was not feasible to 
look at one specific course outline for each skill test. This problem is further 
discussed in relation to the general content analysis approach (see Chapter 8, section 
8.2.4.1). Since all the participating language teachers had had experience in teaching 
all courses, it was expected that the teachers would be able to make judgement based 
on their experience in teaching the courses. The teachers were asked to judge whether 
the tasks in the EPT content represented the kinds of tasks that students would have to 
do in the corresponding courses. 
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5.3.2.2 Content validation with CLA rating 
The second procedure in content validation that was done was to use an existing 
theoretical framework of the CLA by Bachman (1990) as the domain of specification. 
As part of Bachman, Davidson, Ryan and Choi's (1995) comparability study of the 
Cambridge FCE and TOEFL, they did a content analysis of both the tests. Their 
intentions, among others, were to describe the types of tasks and content areas of the 
tests, to understand the abilities measured by the tests, and to develop the procedure 
for conducting content analysis of language tests (Bachman et al., 1995: 100). The 
procedure involved expert judges' judgements of two theoretical criteria: 
communicative language ability and test method facets. Bachman, Kunnan, 
Vanniariajan and Lynch developed rating scales to operationalise these two 
instruments to quantify the two criteria (Bachman et al., 1988). "These operational 
instruments were used in the comparability study of the Cambridge and TOEFL. The 
instruments (CLA model and rating scale) were adapted in the preliminary study for 
the content analysis study of the reading EPT. 
Three areas in the preliminary study's experience and findings (cf. Chapter 4) affected 
the method and analysis of this main content validity study. They were the scale, the 
CLA constructs, and the relationship between the CLA constructs and item difficulty. 
0 The rating scale 
It was discovered that the raters faced difficulty to distinguish between 'somewhat 
involved' and 'critically involved' in order to describe the degree of involvement of 
each construct required to complete each item, based on the three category scale (not 
involved, somewhat involved and critically involved). 
" The CLA construct 
The results indicated that the range of constructs needed in order to answer the items 
in the reading EPT was limited to mainly the grammatical and textual competence. 
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Namely, the only constructs that were involved were knowledge of lexis, syntax, 
graphology, cohesion and the rhetorical organization of the text. 
0 The relationship between the CLA constricts and item difficulty 
One of the constructs was found to be significantly related to the item difficulty (both 
in the Rasch and CT statistics). 
Several modifications were made in the main study. They were: 
I. Unlike in the preliminary study where two teachers were asked to rate the items 
together, three teachers were asked to participate in the main study. Prior to 
completing the task separately, the raters were given the chance to become 
familiar with the scale and the sub-components of the CLA constructs through 
discussions and trial ratings (based on consensus) on some sample items. After a 
few trial sessions based on existing items, the group of raters were asked to rate 
each item separately, and the average of the individual ratings were used for 
analysis. The three judges consisted of language teachers who were involved in 
the EPT construction and were also members of the testing team. 
2. Modifications to the theoretical framework of communicative language ability 
were made. After discussing with three language teachers who were also the test 
constructors of the EPT, 8 sub-components of the CLA constructs were identified 
as the specific major constructs that were tested by the items in the reading skill 
placement test. As such, the components included in the instrument for CLA 
rating in this study were reduced to only 8 sub-components as compared to 13 in 
the preliminary study (see Chapter 4, section 4.2.2, Table 4.7). The final CLA 
rating instrument that was used for this content validity study had included the 
knowledge of lexis, morpheme, syntax, cohesion, and the rhetorical organization 
of the text. The sociolinguistic sub-competence of CLA in knowledge of dialect 
and register were also included in the CLA rating list. Lastly, strategic 
competence was added to the instrument. The detailed definitions of constructs 
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included in the instrument are given in the table below. 
Table 5.4: Definitions of sub-components of CLA rating of Reading EI'T 
CLA sub-com onents Definitions 
I. Lcxis (Lex) Knowledge of Icxis/ vocabulary 
Grammatical 2. Morpheme (Morp) Knowledge of morphology (prefix, suffix etc. ) 
Competence 3. Syntax (Syn) Knowledge of syntax (sentence structure, word order in 
order to compose sentences, etc. ) 
4. Cohesion (Coll) Knowledge of cohesion (markers of semantic relationships 
Textual such as references, conjunctions, cohesive devices etc. ) 
competence 5. Rhetoric Organization Knowledge of the rhetorical organization of the text such 
(Rhet) as narration, description etc. 
6. Dialect (Dia) Sensitivity to dialect (Ability to use the proper language 
Sociolinguistic variety in a task-standard English, Malaysian English or 
Competence American English) 
7. Register (Reg) Sensitivity to register (Ability to use the proper language 
use or style in the different language context) 
8. Strategic competence (STR) Ability to use other strategy/strategics whether related to 
or not to knowledge of language use such as test wiscncss 
in answering the multiple choice. 
3) Modifications were also made to the scale in order to help the raters to 
conceptualise the degree of the knowledge required in order to complete the 
items in the reading EPT. The raters were asked to conceptualize the 
constructs required to complete each item based on a continuum of degree of 
involvement. Three categories in the degree continuum were given. The 
lowest degree was given as 0, indicating that the students could not be 
expected to be able to arrive at the answer to the item without the knowledge. 
The second degree of involvement (1) was named differently from the 
preliminary study (cf. chapter 4) to avoid confusion among the raters. `May be 
involved' was used in this study instead of `somewhat involved' to mean that 
the examinees could be expected to successfully complete the task with or 
without having the ability. Finally, the last category, `critical', meant that the 
examinees could not be expected to successfully complete the task if he did 
not have that ability. These three kinds of degree of involvement on a single 
rating scale are given as follows: 
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Not required I May be involved I Critically involved 
0 I 2 
Examinee could be 
expected to arrive at the 
answcr without the 
knowlcdgc 
Examinee could be expected 
to arrive at the answer with or 
without the knowledge 
Examinee could not be 
expected to arrive at the 
answer without the 
knowledge 
In addition to the category above, strategic competence of the CLA rating was rated 
on a scale where (0) referred to `not at all involved', (1) as `may be involved' and (2) 
as `very much involved". 
4) The preliminary study indicated that one of the CLA constructs was 
significantly corrrelated with the item difficulty. This study went further in the 
analysis to find out if any of the constructs were predictors of item difficulty. 
The content validity study based on the CLA rating aimed to look at two issues: 
pattern of rating of the different CLA constricts by three different raters and 
assessment of the relationship between the CLA constructs and item difficulty. The 
specific objectives of this study and their corresponding analysis method are given 
below. 
1) Rating patterns 
Objective: 
To find out the pattern of agreement and/or disagreement between raters and groups of 
raters. 
Method of analysis: 
The data analysis for this part of study was done in two stages. The first involved 
looking at frequency of agreement between paired raters. This was done by looking at 
how many of the components of the CLA that were agreed on by each pair of raters on 
each item. Then the same was done to see the congruency of rating by all three raters 
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based on each item and each component of the CLA. As such, the pairing consisted 
of rater I and 2, rater I and 3, rater 2 and 3 and a group of rater I, 2 and 3. The second 
stage was to look at the analysis of variance of the paired raters as well as by all three 
raters. Due to the nature of the data, the non-parametric test had to be performed. 
Kniskal-Wallis one way analysis of variance was carried out using the SI'SS package. 
A significant value indicates that there is a significant difference between the groups 
of raters. 
Objective: 
0 To relate the pattern of the rating agreement with the CLA constructs. 
Method: 
The analysis was conducted to find out the differences between the three individual 
raters in rating the 8 sub-components of the CLA on the 50 items in the reading test. 
The non-parametric Kruskal-Wallis was again used (output from SPSS). The purpose 
of the analysis was to discover which component of the CLA was the most difficult to 
rate based on the variance in the rating. 
2) Relationship between CLA constructs and item difficulty 
Objective: 
" To determine the relationship between constructs that were required to complete 
the reading items and the difficulty of the items. 
Method of analysis: 
The correlational statistics (output from SPSS) was computed to find out the 
relationship between item difficulty and the degree of the constructs required to 
complete the reading items. Five of the constructs were included, knowledge of 
morpheme, lexis, syntax, cohesion and the rhetorical organisation of the text. These 
four constructs were included in the analysis as these CLA constructs were judged as 
involved in completing the reading tasks. The degree of involvement in the constructs 
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was based on the average rating by the three individual judges. They were correlated 
with both the Rasch and CT item difficulty statistics. 
Objective: 
" To find out if difficulty of the items could be predicted from any of the CLA 
constricts that were involved in completing the reading test. 
Method of analysis: 
The regression statistics was conducted (SPSS output) to find out if any of the 
constructs would predict item difficulty 
Objective: 
" To observe closely the pattern of relationship between the level of CLA constructs 
required to arrive at the answer to the items and the difficulty of the items. 
Method of analysis: 
The relationships were observed through descriptive statistics (SPSS output). The 
average rating on the constructs were correlated with the item difficulty in logit. The 
relationships were plotted in boxplots. 
5.3.3 Cut-off score study 
Before the methodology of this study is discussed, the background of the study will be 
outlined. The objective of this study was to investigate the validity of the cut-off 
score study of the Part I of the EPT or the Core EPT. The battery for the investigation 
was taken from the Core EPT used in the 1997/98 academic year. A description of the 
EPT Core paper is given in Chapter 7 (see 7.3.1). Over two thousand students who 
registered at the matriculation centre of the university in that year of intake took the 
test. The breakdown of programmes of the year's intake, and subsequently the 
students who took the Part I EPT are given in Table 5.5 below. 
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Table 5.5: Breakdown of Part 1 EPT test takers for 1997/98 intake 
Programmes No of students 
I. Economics 480 
2.1luman Sciences 442 
3. Laws 374 
4. Islamic Revealed Knowledge 299 
5. l: n ginecrin g 185 
6. Bachelor of Arabic 121 
7. Bachelor of English 83 
8. Medicine 69 
9. Architecture 51 
TOTAL 2104 
The threshold level to segregate and classify the students into `masters' or `non- 
masters' groups was based on a cut-off point (i. e. raw score 50). Based on this 
segregation, the `masters' students were deemed equipped with the appropriate level 
of proficiency to attend some of the university requirement courses while the `non- 
masters' were not. The summary of the results based on the CPT threshold level can 
be seen in the table given below. The table has also provided the proportions of 
students in the `masters' and `non-masters' states based on the Core CPT results in the 
year this study was conducted. 
Table 5.6: Threshold Ievcl and implications on Core CPT results in 1997/98 
Intake 
Points in Core EPT Level Results Implications Percentage 
51 points and above `masters' To proceed to take sub- Can attend 36% 
skills EPT and in order to some of the 
attend upper intermediate university 
or advanced requirement 
level language classes. courses. 
31-50 To proceed to lower 64% 
intermediate language 
'non- support classes full time. Cannot enrol 
masters' in any of the 
university 
30 and below To proceed to beginners Requirement 
language support classes courses. 
Full-time. 
The above table shows that a substantial number of the students who took the Core 
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CPT in 1997 scored below the threshold level thus, deemed as `non-masters'. These 
students were subsequently placed in the lower levels of language support classes. In 
addition, most importantly the implication is that these students were not allowed to 
enrol in any of the university requirement courses that are conducted in the English 
language. Therefore, these students, as compared to the `masters' group had to spend 
more hours and semesters to complete the language support sequence classes. 
Furthermore, they could also only start attending the courses in their respective field 
of study later than the rest. Such major implication on these students had led this 
study to investigate the possibility of error in the standard set by this threshold level. 
The method involved in this investigation will be described below. 
5.3.3.1 methodological approach in analysis of cut-off score 6 
The method in this analysis involved taking samples of students in both groups of 
`masters' and `non-masters' to take another test. The empirical evidence was 
collected to see how the samples of the students in these two groups perform in the 
second test and this information was then used to evaluate the consequences of the 
standard set by the Core EPT. 
Before samples of students were picked, it was necessary to decide on the range of 
scores that the sample of students should be taken from. In ordinary circumstances, it 
would be most logical to use the error range based on the reliability estimates. 
However, the reliability study of the Core EPT could not be conducted due to the 
nature of the test and the testing situation. The Core test consisted of many different 
sub-sections. The content ranged from paragraph writing, cloze passage to multiple 
choice reading comprehension questions. In addition, it was not possible to conduct 
inter-rater study, parallel forms of the test or re-test of the same students due to the 
time constraint in conducting the study. As such, the range of error was estimated on 
the basis that the closer the students' scores are to the cut-off point, the bigger the 
tendency to be misclassified. As such, it was decided in the first stage that samples 
from both groups (`non-masters' and `masters') should come from those within the 
score range ol'20 points above and below the cut-off point. 
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One hundred students who scored between 31 to 50 points in the Core EP1f were 
randomly chosen from the different programmes of study to participate in this study. 
They were informed after the results of the Core EPT that they could proceed to take 
the sub-skills of the EPT despite the fact that they had been placed in the lower level 
classes. Attendance at the sub-skills tests was very low because these students were 
not interested in taking part. This is probably mainly because they knew that they 
were not going to be placed in the higher level after all. The attendance on the reading 
sub-test was the highest, thus only this component is used for the cut-off score study. 
The number of samples from the `non-masters' group who participated in this test was 
41 students. On the other hand, 52 students from the `masters' group were chosen 
randomly From the score range of 51 to 70. The sample of students sat for the same 
reading skill EPT together with the `masters' students and their scripts were marked 
by the same markers without the markers knowledge in order to avoid any bias in 
marking. 
In order to investigate the difference in performance between the two groups, the 
descriptive statistics of the two groups' performance were compared. This included 
the mean and the standard error of each group. In addition, a t-test was also conducted 
to find out if the difference between the performance was significant. 
In a second stage of investigation, a narrower range of scores was taken for 
comparison between the two groups. At this stage, students' results within 10 points 
above the cut-off point were compared with the students' results that scored 10 points 
below the cut-off point. A summary of the two analyses are given below, and the 
detailed results of the two analysis will be described in Chapter 7 (sec section 7.3.3). 
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Table 5.7a: Analysis 1 (mastery and non-mastery group comparison of score 
range between 51-70) 
roup N Core EI37' ran e 
Analysis 1 Mastery 41 31-50 
Non-Mastery 52 51-75 
Table 5.7b: Analysis 2 (mastery and non-mastery comparison of narrower score 
range) 
roup N Core EPT ran e 
Analysis I Mastery 21 41-50 
Non-Mastery 28 51-60 
5.3.4 Method in validity of parallel forms of tests 
Another important validity evidence in an evaluation of an institutional placement test 
is that the test results are comparable from year to year. Test forms and cut-off scores 
are usually retained the same over consecutive years in order to maintain standards. 
For example, at the HUM, a cut-off point of Band 6, which is equivalent to a raw 
score 25, is maintained over the years for the EPT skills tests to determine students 
who need language support classes in the four different skills (reading, writing, 
listening and speaking). However, such practice lends itself to assume that the test 
content and format are parallel over the years. 
It is imperative that any evaluation of such institutional practice to include evidence 
for the validity of the parallel forms of the test across the different years. This section 
will describe how this evidence was gathered. 
This study compared the reading skill EPT of the 1997/8 academic intake and the 
corresponding skill test used in the previous year. Four steps were involved in the 
comparison of the two parallel forms. The first step was to find out if the content and 
specifications of the two versions of the same skill EPT used the different academic 
years were the same. This was done in order to find out if the objectives and formats 
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of the tests were maintained. 
The second step involved analysing the students' performance based on the two 
different versions of the reading skill EPT. A number of students were requested to 
sit for the previous year's version of the same test within a lapse of one week 
(conducted during the orientation week of 1997/98 intake). Only 37 students were 
present for the second test. The performances of the same students in both of the tests 
were analysed based on the descriptive statistics and t-test. 
The third step taken was to compare the performance of the students in the tests based 
on whether the students were differently placed on the scale when they took the 
different versions of the same EPT. This was done based on fact that despite the 
different versions given to the students, the same cut-off point was used in the 
different years. The scores beyond the cut-off point would place students in an upper 
level, which meant that they had acceptable level of the necessary language skill to 
cope with the academic courses full time. This group of students was labeled as 
`piasters' for the purpose of discussion in the result. On the other hand, those who 
scored below the cut-off point were considered to have inadequate level of language 
ability to cope with the demands of the academic courses conducted in English. 
Therefore, they had to attend a given number of language skill support classes before 
enrolling in courses in their respective disciplines. The comparison of the two results 
can be illustrated in the following figure. 
Figure 5.4: Comparison of Classification Based on Students' Performance in 
Two Versions of Reading EPT 
EPT 
EPT 1996 'masters' 
'non-masters' 
1997 
'non-mastcrs' 'nmastcrs' 
A 
C 
B 
D 
In the above table, two kinds of possible outcomes based on the administrations of 
two forms of the reading CPT can be expected. They are those whose are classified 
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consistently based on the two administrations (A and D) and those who are classified 
differently (C and B). The consistency of the results in both version of the test will be 
related to the standard setting method and hence related to the validity of the decision 
made by the institution. The consequences of the inconsistency of the results based on 
the different versions of the same test will then be related to what Brown (1996: 259) 
referred to as decision validity. In addition it will also be related to Messick's 
(1989a, 1989b) notions of `values implications of test interpretation' and the `social 
consequences of the test use'. 
The fourth step was to make a comparison between the versions based on the IRT 
statistics. This was done to see the difficulty range that was used across the years. It 
was also used to see if the versions were comparable in terms of the spread of items 
based on the mapping of item difficulty and person ability. 
5.3.5 Mcthod in the predictive validity study 
This part of study aimed at collecting the information about the level of English of the 
students at the beginning of the academic year through the EPT. The results were then 
compared with academic success at the end of one academic year as measured by their 
achievement in the courses taken at the centre (CGPA), and results in a standardized 
English medium requirement course. However, the design of this study does not only 
focus on the relationship between English proficiency and success, since the prime 
reason for a placement test in the HUM context is to ensure that students who are not 
equipped with the necessary language skills are given language tuition to ensure that 
their academic success depends primarily on academic ability. Therefore, the 
approach in this study focuses on the language intervention variable in order to 
investigate its relationship with academic outcome. The set of predictor variables in 
this predictive validity study have included language tuition factor as well as non- 
cognitive language factors. The non-cognitive language factors included are the 
students' frequency of English language use and attitude towards English. In addition 
to the set of predictor variables, background variables are also gathered in this part of 
study: gender and programmes of study. The data was collected from the Academic 
Record Department at the HUM. The reason to include the background variables is to 
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investigate the relationship between these variables and performances in the L'I'T. 
Four predictor variables were included in this study. The predictor variables were the 
Core EPT results taken at the beginning of the academic year, the amount of English 
language tuition received, the frequency in using the language over the period of one 
year, and students' attitude towards the use of English. The data for the predictor 
variables were gathered in different ways. Language use over the period of one year 
was gathered at the end of the academic year. This was done by distributing a set of 
questionnaires to the same group of students who had taken the Core EPT in the 
previous year (1997). Only 128 questionnaires were returned to the researcher from a 
total of 751 (who were students included in the concurrent validity study, c. f. section 
5.3.1.1) handed out. The students were asked to indicate their frequency of using the 
language in different contexts and purposes throughout the one year. The questions 
included for these purposes are given in Appendix 7.2 (item 8). Language use was 
classified in terms of skills. This was later divided into the different uses in the 
students' daily lives, ranging from academic to the social contexts. Students had to 
rate the degree of frequency in using English in speaking, listening, reading and 
writing. 
The second predictor variable used was the attitude towards the English language. 
The questions were included in the same set of questionnaires given for gathering 
information about the frequency of language use. The students were asked to rate 
their degree of agreement or disagreement with statements that were meant to elicit 
their attitude towards the language. Attitude towards language was defined by how 
they perceive the importance of the knowledge of English language and its use in the 
academic context (see Appendix 7.1, item 11). 
The Core EPT results of the sample students in this study were taken from the 
students' records. The test was taken by the students during their orientation week at 
the beginning of the academic year 1997/98. The reason for taking the Core EPT 
instead of the other sub-skills (Part 2) of the EPT was because this test was used to 
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determine the mastery level of the students and whether they were equipped with the 
necessary level of English to cope with any of the university courses conducted in 
English. The definition of mastery level based on this test has been discussed in the 
previous section (see section 5.3.3.1). The last variable, information on language 
tuition hours received by the students, was gathered from the academic records at the 
end of the one year study at the matriculation centre. The results of the Core EPT and 
language tuition hours were gathered according to those who responded to the 
questionnaires 
The criteria of predictions used in this study, as mentioned above, included the CGPA 
of the students, and the grade attained in one common requirement course taken by the 
same subjects within the one-year study. The first criterion variable is the cumulative 
grade point average (CGPA) at the end of the one-year study at the matriculation 
centre. This means that it consists of grades from academic and requirement courses 
that the students had taken within the one-year study at the centre. 
It was deemed more appropriate to use a criterion that signifies success related to 
language. As such the second criterion was based on students' results in an English- 
medium university requirement course: Islamic Revealed Knowledge (course code 
FKM). This course was chosen as the course was conducted in English, and it was a 
compulsory course for all the students in their first year of study at the matriculation 
centre. Even though the FKM course was not an academic course of any particular 
academic programme, it was considered the best criterion to use. The first reason for 
choosing it was that it was an English medium course. Secondly, the students in all 
the academic programmes had to take and pass the course in their first year of study at 
the centre. In addition, the results of this course were readily available at the end of 
the academic year when this study was conducted. 
Not many earlier studies on predictive validity have used success in a university 
courses a criterion of success; thus, making the method used a significant study in this 
area (cf. section 3.3.1.2.2). The use of CGPA at tertiary education is common (see for 
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example Rosberg, 1983 and Abdullah, 1998) but it does not quite indicate the 
relationship between language test scores and the `future performance' of the students. 
In the HUM context, CGPA consists of performances from different course grades, 
which may include the English, as well as the Arabic language medium courses. The 
use of the FKM course grade at the end of the first year study was deemed more 
appropriate as it is the English medium course taken by all students. 
In addition, this study is not similar to other predictive validity studies as it does not 
have a straight forward design that looks at the relationship between initial entry 
language scores (in this case EPT) and the final academic results (for example, Criper 
and Davies, 1988; Ferguson and White, 1994). This study also analyses the statistical 
relationship between language related variables and academic success. The First is the 
intervention variable, which is the number of hours of language tuition received over 
the one year period. It is necessary to investigate the relationship between the English 
language hours received and academic success in order to find out if language tuition 
has any effect on academic success. In addition language use and attitude towards the 
English language are also included in order to find out their relationships and effects 
on academic success. In order to give an overall picture of the design of this part of 
study, a model of the predictive validity study is given in Figure 5.5 below. 
162 
Figure 5.5 Theoretical model of the relationship of CPT results and students' 
achievement 
A. Background Variables 13. Predictor Variables 
Gender 
C. Criterion Variables 
Core EPT 
scores 
FKM 
Programmes 
of study 
Habit in 
language 
use 
Attitude 
towards 
language 
CG PA 
Language 
tuition 
hours 
After the necessary data for the three sets of variables in the model above were 
gathered, the next step in the methodology of this predictive validity study was to 
investigate the correlations between the variables. First, the background variables 
were statistically correlated with Core CPT scores. A t-test was conducted to find out 
if there was a difference in performances between the male and female students. In 
addition, in order to find out if there were differences in performances between the 
different programmes, a parametric one-way Anova was conducted. 'T'hese two 
analyses give the description of English proficiency (based on Core CPT scores) of 
the sample with respect to their gender and programmes of study. 
The second part of the analysis is the main focus of this the predictive validity study. 
The main research questions are: 
what is the relationships between language proficiency and academic success? 
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" What is the relationship between language interventions (language tuitions) and 
academic success? 
" What is the relationship between non-cognitive language factors and academic 
success? 
In order to investigate the two research questions above, firstly, Pearson's bivariate 
correlation coefficients were calculated for all the predictor and criterion variables. 
Where the correlations between a predictor variable and criteria variable are 
significant, a partial correlation was conducted in order to investigate the relationship 
when the effects of the other predictor variables are made constant. This gives the net 
relationship between a particular predictor variable with academic success when other 
predictor variables are controlled. A further statistical analysis that was conducted 
was a multiple regression, which took academic success as the dependent variable, 
and all four predictor variables as the independent variables. This gave the prediction 
model that indicated the variables that could significantly predict academic success. 
As common in other predictive validity study, the limitation of this study is the sample 
(see for example, Criper and Davies, 1988 and Ferguson and White, 1991). 1Iowever, 
it was inevitable in this study to have a small sample size as it was difficult to get that 
many students to respond to the questionnaire within the data collection period. This 
was because since the students were nearing their end of the academic year, all of 
them were busy with preparations for their final exams. At the end of the data 
collection period, only 128 samples could be used for the purpose of the investigation. 
These students comprised of students in the Economics, Laws, Bachelor of English, 
Bachelor of Arabic, 1-luman Sciences, Engineering and Islamic Revealed Knowledge 
programmes of study. Based on these results, evaluations of the placement procedure 
at the HUM context could be done. In addition, the findings also suggested several 
research related to the HUM context, as well as research involving a predictive 
validity study of a placement test. 
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5.4 Conclusion 
This chapter has elaborated on the methodological approaches involved in this 
research. A summary of the approaches is given in Table 5.8 to give an overall view 
of the focus in this study. In addition, the table is provided to assist readers to see the 
coherence of the methods used in the different parts of the study. As can be observed 
in the overview (see Table 5.8 below), the approaches in the research involved 
gathering multiple evidence for the justifications of reliability and validity of the 
placement test studied. The methods that are significant in this research, and that are 
related to the focus for a cohesive and cohesive approach in placement test validation 
are highlighted in bold in the table. The chapter that follows will discuss the findings 
based on the reliability study, followed by the chapter that will discuss the findings in 
the validity study. 
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Table 5.8: Summary of main study 
Evidence for Method and features Focus of study 'l'est used 
of analysis 
Classical analysis I. To Identify flawed items through 
classical items analysis 
a. item analysis 
2. To relate test length with 
b. reliability index reliability Index In order to lind 
out the suitability of length w ilh 
reliability 
Reading Iil'I 
Rasch analysis 3. To identify mislitting items and the 
reasons for rejection by Rasch nuxlcl 
Reliability a. mislitting items 
4. To compare and contract flawed 
b. item difficulty Items by both CT and Rasch 
and ability Model 
estimates 
5. To Investigate misclassifcatiou due 
c. mapping to reporting ability based on raw 
scores 
6. To identify lost of information 
through items that do not tap any 
ability range 
Concurrent Use of other language 7. To evaluate the degree of association 
proficiency tests with other measures of language CORE lil'T 
proficiency Reading LI'r 
Self-assessment A. To evaluate the use of survey data 
Wilting lip r 
Listening IT I 
for concurrent validity purposes Speaking 1.1'r 
Content Course content 9. To evaluate the usefulness of course heading I'I' F 
content for content validation Writing IT (- 
Listening 1.111' 
Speaking Iil'T 
CLA rating scale 10. To evaluate the feasibility of using 
the CLA rating scale for content Reading I: I' F 
validation 
Validity Cut-off Use of 'masters' and it. To evaluate the usefulness of using Reading l: l'T 
score study 'non-masters' group 'non-masters' and 'masters' group Core EPr 
for cut-off scores study 
Parallel Administration of the 12. To extent the method by analysing 
forms of parallel forms of the consequential outcomes of parallel 
test placement test and forms to Individual student Reading LLl'r 
evaluate the 
consequences on 
Individual student 
Predictive Use of survey data 13. To relate the predictive utility of 
utility for 
. 
predictive the placement test using langtraage 
criteria data protirney, language Intervention Core LI'r 
and non-cognitive language 
factors as predictor variabirs 
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Note: 
I This is based on the statistics gathered from the Academic Record Department for three consecutive 
years. The pattern of distribution by percentage showed that the highest percentage of students were 
placed in the CCL classes, the second percentage at any of the level 2 courses and the remaining in the 
CCU classes. 
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Chapter 6: Results and Discussion of Reliability Study 
6.0 Introduction 
The purpose of this chapter is to report the findings of the reliability study. The study 
was based on the reading sub-set of the EPT. The reading skill test was first analysed 
using the classical measurement procedure, and then, using the Rasch Model 
procedure. Both methods of analyses were used to investigate how much information 
the two methods of analyses would yield, in order to check the reliability of the CPT 
sub-set. The findings of both methods will be related to one of the research 
objectives: to investigate the usefulness of Rasch analysis in a reliability study of a 
placement test. It must be reiterated that the focus of the research is on the 
methodology of evaluating a placement test. 
The scope of this reliability analysis will, however, only cover the reading sub-sct of 
the EPT conducted at the HUM matriculation centre. The reading sub-set of the skills 
EPT was first analysed using the classical method and subsequently, further analysed 
using the one parameter latent trait model or Rasch. Results based on both methods 
will be discussed. A comparison of both methods was subsequently done to 
demonstrate the different kinds of infornlation both methods offered. The results that 
will be discussed first in the subsequent section in this chapter are the findings from 
the analyses of the reading sub-set of the EPT using classical item analysis. 
6.1 Results of reliability study on the reading CPT 
The background of the test will be described first before the analysis of the reading 
EPT is presented. The reading sub-test used in this study was the June 1997 version 
of the reading EPT conducted at the entry level of the IIU matriculation centre. The 
reading skill test consisted of 50 items based on three reading texts. Of the 50 items, 
30 were the four options multiple choice questions, 4 were the three options multiple 
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choice questions and 16 were filling in the blanks/cloze questions (see Appendix 6.1 
for the sample of the reading test content). The time given to complete all tasks in the 
test was 90 minutes. The items in the test were intended to measure various micro- 
skills in reading which included identifying general and specific information, 
understanding cohesion and coherence devices and gathering meaning of vocabulary 
in context. Content analysis of this test will be discussed in detail in Chapter 7 (sec 
section 7.2.2). 
The content of the reading sub-set is consistent with the previous years' forms; that is, 
it consisted of three reading texts that had the same theme. The results of the 
preliminary study in Chapter 4 have also revealed the same characteristics when the 
reading sub-set of the 1996 version was compared to the corresponding test of the 
previous year. The discussion of this feature has been elaborated in Chapter 4 (cf. 
section 4.2.1). A content analysis of the test items and the validity of the parallel 
forms were also conducted (cf. section 7.2.1 and section 7.2.2), but the scope of this 
chapter will be limited to the findings based on the classical and Rasch item analyses. 
The purpose of the reading skill EPT was to discriminate between students who were 
in the upper intermediate level and the advanced level (cf. section 4.1.2, Figure 4.1). 
The maximum raw score in the test was 50. The raw scores were later converted into 
Bands. Segregation between the two groups was done based on a cut-off score. After 
conversion to Band I to 9, a cut-off score to segregate the students who could proceed 
to their academic courses from those who had to attend the reading skill classes was 
set at Band 6. The later section in this chapter will elaborate on the cut-off score 
conversion to Band and the decisions made based on the performance in the reading 
test (cf. section 6.1.2.2). 
In June 1997, over 700 students who passed Part I of the EPT Core sat for the reading 
CPT at the matriculation centre. The number of subjects for this study was 557 
students. The samples were included based on the availability of the scripts at the 
main branch of the matriculation centre (c. f section 5.2). They consisted of students 
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from differing progammes of study at the University, which were Economics, Human 
Sciences, Laws, Architecture, Engineering and Bachelor of Arabic and Bachelor of 
English. A summary of the students who took the reading EPT and students who 
were taken as subjects are given in the table below. 
Table 6.1: Summary of students in each programme, reading El'T test takers 
and number of students taken as subjects 
Programme No of students 
registered in 
programme 
No of students 
who took reading 
EPT 
No of students 
taken as sample 
1. Economics 455 188 (41%) 155 
2. Human Sciences 445 151 (34%) 113 
3. Law 378 127 (34%) IOG 
4. Islamic Revealed Knowledge 295 33 (11 nil 
5. Engineering 185 113 (61% 95 
6. Bachelor of Arabic 120 27 (23%) 23 
7. Bachelor of English 82 70 (85°6) 40 
8. Architecture 51 28 (55%) 25 
Table 6.1 above shows the breakdown of the students intake (1997) in each 
programme, the students who took the reading EPT and the number of students taken 
as sample in this study. Based on the breakdown of students taking the 1997 EPT, it 
could be concluded that the Islamic Revealed Knowledge and Bachelor of Arabic 
programmes had substantially lower percentages of students who were eligible to take 
the reading skill EPT compared to other programmes. These results were also 
similarly revealed in the preliminary study, as reported in Chapter 4 (cf. section 4.1.2, 
Table 4.3). 
The concurrent validity study in Chapter 7 (cf. section 7.1.1) reveals that there is a 
significant correlation between Core EPT and SPM (r=0.52, p _< 0.05). Thus, the 
reason for the higher proportion of students eligible to proceed to the skill tests could 
be attributed to the higher stipulated requirement for entry into the university based on 
the English language proficiency exams (SPM English) achieved at the end of the 
secondary school. As mentioned earlier in Chapter 4, the requirement for entry to the 
matriculation centre based on language proficiency was stipulated lower for the 
Arabic medium courses. Thus, it could be explain the disparity in performances. 
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The fourth column in Table 6.1 shows the breakdown of the samples based on 
programmes. The sample from the Islamic Revealed Knowledge programme could 
not be included in the study at this point as the scripts for the reading EPT could not 
be retrieved due to technical problems (students were registered in a different branch 
of the centre located at another town in the country). The sample can be further 
summarised according to the different progranm es. They are given in 't'able 6.2 
below. 
Table 6.2 : Summary of student samples by programmes 
Programme No of students taken as sample % 
I. Economics 155 28% 
2. Human Sciences 113 20% 
3. Law 106 19% 
4. Engineering 95 17% 
5. Bachelor of Arabic 23 4% 
6. Bachelor of En lisp 40 7% 
7. Architecture 25 5"1b 
TOTAL 557 100% 
Responses by the 557 students on the 50 items in the reading EPT 1997 vcrsion were 
submitted to both the classical item analyses and the Rasch one parameter latent trait 
model using the same statistical package used in the preliminary study (MICROCAT). 
The results of both analyses will be discussed separately in the following sections. 
6.1.1 Classical analyses of reading EPT 1997 version 
The discussions of the results based on the classical analysis are divided into two 
sections. The first discussion is related to the reliability of the test. This is followed 
by the item analysis results. 
6.1.1.1 Reliability index of reading EPT 
The reliability index is reported in Table 6.3 below. The table also provides the 
classical test statistics of the reading EPT. 
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Table 6.3: Summary of classical test statistics for reading CP'I' 1997 version 
No of items No of 
examinees 
Mean Variance Standard 
Deviation 
Standard Error 
of Measurement 
Croubach 
Alpha 
50 557 26.759 44.484 6.670 3.049 0.79 
In the classical method of item analyses, a reliability index expresses the degree of 
relationship between true score and the observed score on a single instrument. Thus, 
it is important that the items in placement tests produce a high reliability coefficient, 
considering the major implication of reporting scores of the students involved. In the 
reading EPT 1997 version conducted at the HUM, the index of reliability only 
indicated that 79.1% of the total score variance is systematic. The reliability 
coefficient could be considered reasonably high for a test. It is also considerably 
higher than the previous year's corresponding sub-test where the reliability coefficient 
was 0.72 (cf. Chapter 4, Table 4.14). 
However, both the reliability indices of the reading EPT (1996 version and 1997 
version) are still lower than other reliability indices of similar reading sub-tests of 
placement tests conducted at other institutions. These include the English Language 
reading sub-set at the Lancaster University (reliability index of 0.80) as reported by 
Wall et al. (1994: 330) and the General Reading sub-test of the ELTS (reliability 
index of 0.87) as reported by Criper and Davies' (1988: 41). On the other hand, the 
reliability coefficient of the reading EPT is higher than the reading comprehension 
sub-set of the University of Surrey English language test (reliability index of 0.59) as 
reported by Fulcher (1997a: 123). Since reliability is related to the number of items in 
the test, it is interesting to compare the abovementioned studies in terms of their 
reliability indices and test length. 
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Table 6.4: Summary of reliability coefficients in four reading tests 
Reading test No. of items in test Reliability coefficient 
1. Lancaster University (Wall et al.. 1994) 23 0.80 
2. l.: l: fS (Crier and Davies, 1988) 40 0.87 
3. University of Surrcy (Fulchcr, I997ä 8 0.59 
4. International Islamic University 50 0.79 
As can be seen from Table 6.4 above, despite the fact that the reading LET at IIUIVI 
had the highest number of items, the reliability coefficient was relatively similar to the 
reading tests used for placement at the first two universities. Fulcher's study that 
reported low coefficient appeared to be due to the test length. Given the opportunity 
to double the length of the test (16 items), the desired level of 0.80 could be achieved 
by the University of Surrey's reading test (Fulcher, 1997a: 124). 
Given the fact that the reading EPT at HUM had the highest number of test items, the 
reliability index would have been expected to be higher too. Furthermore, considering 
that it is a high stakes test, a reliability of 0.90 is more desirable (for 81 % variance). 
Therefore, the test length for that level of reliability could be calculated using the 
following formula. 
n=rttd 1- rtt 
rtt(1 -rttcl) 
The number of times the test length (n) must be increased with items can be calculated 
using the above formula, where rttd is the level of reliability to be achieved (0.90), 
and rtt is the present observed reliability of the reading EPT (0.79). As such, for the 
reading EPT to achieve the desired reliability, the test length has to be increased 2.39 
times. In other words, there should be 120 items in the test in order to achieve a 
reliability of 0.90. In contrast, the ELTS, which had a reliability of 0.87, had many 
fewer items (40). 
Increasing the length of the reading EPT would also mean that the time to administer 
the reading EPT has to be increased more than twice. It is not feasible to administer 
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such a long placement test in order to improve the reliability of the test. This is due to 
the unrealistic length (120 items! ) and time of administration. A conclusion can be 
made at this point that the reading EPT had some serious flaws, as it would need a 
much greater number of items to achieve about the same reliability index as other 
reading placement tests such as the ELTS. 
In this case, it is more logical to improve the items in the reading EPT so that they 
have the greatest contribution to the reliability of the test. For example, in a test that 
has a low number of items such as Fulcher's (1997a), each item appears to carry more 
information. A more practical step to be taken with the reading EPT would include 
looking at the item analysis again in order to identify flawed items for improvement so 
that the quality of the items is better. One of the ways is to examine the response data 
in order to diagnose any potential causes of malfunction items. For instance, the item 
discrimination statistics will be useful to detect problem items, while the difficulty 
and response distribution patterns can be used to detect flaws in the construction that 
may have resulted in the poor discrimination. These items should then be improved, 
revised or excluded so that they will do the most work to achieve the aim of the test. 
6.1.1.2 Classical item analysis of reading CPT 
The traditional item statistics employed in the analysis have included item difficulty, 
item discrimination and point biserial correlation coefficients. I-Ienning's (1987: 50- 
53) suggestion on criteria for determining good and weak items were firstly used as 
guidelines. The indices for each item on the three classical item analyses are given in 
Appendix 6.2. A summary of the results is presented in Table 6.5 below. The 
summary in the table gives the percentage of items identified as weak by the three 
classical methods of item analyses. 
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Table 6.5: Percentage of weak items in reading EPT as identified by Classical 
item analysis 
Item Item Difficulty (ID) Discrimination Point 
Statistics (ID z 0.67 and ID S Index (131S 0.40) biscrial 
0.33) (r, i, j< 0.25) 
Proportion 42% 100% 28% 
weak 
The first value given in the classical analyses was the difficulty index, which is an 
expression of the percentage of students who gave the correct answer. Item indices 
that were greater than . 67 and smaller than . 33 were considered weak as they were 
either too difficult or too easy, respectively. Table 6.5 shows that the reading CP'I' 
consisted of 42% items that were either too easy or too difficult. 
In addition to item difficulty, the table also gives the percentage weak items based on 
the discrimination indices. The classical index of item discrimination provides 
information about the item's ability to differentiate between the good candidates from 
the weaker candidates. The procedure in computing the index is by sample 
separation. The first step involves separating the highest scoring group and the lowest 
scoring group from the entire sample on the basis of total score on the test. (1-Icnning, 
1987: 51). Both groups are represented by 27% of the total number of candidates or 
samples. The index is computed as: 
Discrimination index: Phig), -P low 
Phigh is the proportion of the examinees in the upper 27% of the score distribution 
who scored the item correctly and P is the same proportion in the lower 27% group 
(Microcat Manual: 13-16). 
The results show that none of the items are good at discriminating between the 
students if 1-Ienning's (1987: 52) criteria for acceptability of items were used. 
Henning indicated that item discriminability using sample separation method usually 
accepts discriminability indices that begin about two third of the way along the 
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discriminating continuum. When this criterion was used, the result would be the same 
as the result in the preliminary study (cf. Chapter 4, sec section 4.3.1.1.1, Table 4.11 ). 
That is, none of the items have discriminated between high scorers and low scorers in 
the reading EPT. 
This criterion for acceptability according to discriminability index (as suggested by 
Henning) is perhaps very general and not appropriate to describe items that make up 
the tests used for placement purposes. As such, another alternative was to look at the 
criteria used in other analyses of test items. Guidelines by Ebel (1972: 399), which 
were later mentioned by Crocker and Algina (1986: 315), have been found quoted and 
used in many studies for the purpose of identifying problematic, flawed or weak 
items. Unlike Henning's guidelines that are theoretically based, the guidelines by 
Ebel are based on real test data. 
Ebel's guidelines for interpretation of index of discrimination is based on the sample 
separation. The guidelines that was used in this study are as follows. 
1. If DI ý 0.40, the item is functioning quite satisfactory. 
2. If 0.30S DI S 0.39, little or no revision is required. 
3. If 0.20 S DI S 0.29, the item is marginal and needs revision. 
4. If Dl<_ 0.19, the items should be eliminated or completely revised. 
The first category indicates that indices that are 0.40 or more are good items and do 
not need any revision. The second category (0.30SDI50.39) indicates that the items 
are reasonably good but they could possibly need further revision. The third category 
of item- discrimination indices (0.20 S DI S 0.29) shows that the items are marginal 
and need revision or improvement, while the last category (DI 5 0.19) is an indication 
that the items are poor and should either be rejected or completely revised. 
The above guidelines have been used by many studies in proficiency and language 
tests that have included item discrimination analysis. The guidelines have been used 
for item development, detection of flawed items and item revision. For example, in 
Brown's (1989) study of an ESL placement test, the discriminant indices of close to or 
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above 0.30 were retained for a revised version of the test in the study to investigate 
mismatch between a reading placement test and the corresponding ESL programme. 
In addition, in a case study for detection of flawed and potential malfunction items by 
Crocker and Algina (1986: 325), Ebel's criteria were also used. In their study, 
discrimination indices of 0.40 were deemed as good items while items with DI of 0.20 
or less required revision. 
Another reason to use Ebel's guidelines is its practicality. This is due to the fact that 
the guidelines are more defined with the different categories of DI ranges. In practice, 
item analyses of placement and proficiency tests have reported a variety and wide 
ranges of DI in the item analyses. For example, the ELTS validation report by Cripcr 
and Davies (1988: 41) revealed that the DI range of the reading sub-set was from 0.10 
to 0.69. In addition, Wall et al. (1994: 326) reported a range of 0.30 to 0.80 for the 
reading sub-set of the placement test at the University of Lancaster. These ranges of 
DI could better define the kinds of items the tests consist of when the categorical 
guidelines given by Ebel were used. For example, in the ELTS Validation Project 
Report by Criper and Davies (1988: 41), observation on the discrimination indices of 
40 items indicated that 3 of the items in the ELTS were poor items as their DI were 
0.19 or lower (DI S 0.19). 
Besides the advantage of being able to describe items in tests, a guideline that 
categorically defines the items is useful for accepting and rejecting items. Many 
authors tend to focus on DI (based on sample separation method) in order to accept 
and/or reject items to improve a test. This usage is demonstrated in Brown's study 
(1989). The study showed that when information on DI, item difficulty and the 
differential index were used to revise the placement test, the match between the test 
and the specific reading course content was improved. 
Based on the above advantages, the first category in Ebel's guideline was used to 
define items in the reading Eli'. As such, discrimination above 0.40 was used to 
define good items. When this criterion was used, only 18 items were deemed good in 
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discriminating the students, hence, did not need any improvement. In other words, 
64% of the items were not doing this job well. From Appendix 6.2, it can be sccn that 
the weak items were items 1,2,3,5,6,7,9,11,12,13,14,16,17,18,23,25,28,29, 
30,31,33,34,35,36,37,38,39,40,41,44,47,49. When the items were further 
categorised based on Ebel's criteria, it was revealed that 12 of the items should be 
seriously considered for revision or rejection based on DI of less than 0.19. The items 
concerned were items 3,5,6,7,8,12,17,30,31,34 and 37 in the reading EPT (see 
Appendix 6.1). 
The third item analysis in the classical method is the point biscrial. When the results 
of the point biserial are compared to the discrimination indices (see Appendix 6.2), 
the values are very similar to each other. This is because both arc essentially 
measuring item homogeneity and item discriminability. However, the point biscrial 
represents the correlation between item response and total scores for any given test. 
The DI is simpler to determine and explain, and it has a useful property of being 
biased in favour of items in the middle of difficulty (Ebel, 1972: 389 and Brown, 
1989: 70). This has led many authors to use DI to indicate weak items (sec for 
example Brown, 1989 that used DI to reject items because of its useful property in the 
testing context). In addition, both Henning (1984) and Ebel (1972) also tend to use DI 
for rejecting and accepting items. 
The criterion for identification of weak items based on the point biserial in this study 
was indicated by the indices of less than 0.25. The results from the reading El'T 1997 
version showed that 28% of the items were weak. This means that these items 
contributed little to the total test score. 
Having tabulated the classical analyses of the 1997 reading EPT, a comparison was 
made with the item analyses of the 1996 version of the reading CPT. The item 
statistics and reliability coefficient of the 1996 reading EPT version were produced in 
the preliminary study (see Chapter 4, section 4.3.1.1.1. Table 4.11). A summary of 
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the results of items identified as weak by the three classical analyses in each year is 
given below (sec Table 6.6). 
Table 6.6: Comparison of percentage of weak items according to classical item 
analyses indicts for 1996 and 1997 Reading CPT 
Weak items 
Year Number of 
items 
included 
Number 
of examinees 
Difficulty index 
ID 
Discrimination 
index 
DI 
Point 
l3iscrial 
r, i 
1996 45 325 53% 73%% 40% 
1997 50 557 42% 64% 28% 
Table 6.4 above shows the percentage of weak items as identified by the difficulty 
indices, discrimination indices and the point biserial in the two versions of the reading 
EPT. The results show that there was an improvement in the quality of the test items 
in the later version of the reading EPT (1997). This is indicated by the lower 
percentage of weak items in both the difficulty indices and the point biscrial value. 
As expected, the classical analyses of both the 1996 and 1997 versions of the reading 
EPT showed that none of the versions were good in discriminating the weak students 
and the good students if the criterion of weak items was based on an index of less than 
0.67. 
The classical method of analyses for evidence of reliability of a test for placement 
usage pose questions related to the utility of the test. Further evidence of reliability 
such as appropriateness of the item difficulty to students' ability, the amount of 
information the test provides for the purpose of discriminating among groups of 
students, and the implication of reporting raw scores are also considered crucial as 
evidential basis of reliability and validity of the test. Hence, a Rasch analysis was 
conducted to further analyse the sub-test. The investigation involved namely the 
estimates of person ability, item difficulty and mapping facility. Since it is difficult to 
investigate reasons for `poor' items with Rasch (as it only works on the correct or 
incorrect information) both the classical and Rasch analyses methods were used to 
complement the investigation on the item analyses. 
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6.1.2 Rcsults of Rasch analysis 
Rasch model calibrations were conducted on the 50-items of the reading EPT battery 
using RASCAL (Rasch Model Item Calibration Program). A Rasch model is 
concerned with a single ability-difficulty parameter. It aims to construct expectancy 
models based on inferences drawn from group performance patterns. Thus, 
submission of the data produces not only estimates of item difficulty but also a raw 
score conversion table that gives an item response theory (IRT) maximum likelihood 
estimate of ability (0) and an item by person distribution map. Therefore, the focus of 
the Rasch analysis in this part of the study is to look at the item analysis and the 
precision of score interpretation according to Rasch estimates of person ability. The 
information from the mapping distribution and test information function will also be 
discussed. However, the information. on misfitting person (see Chapter 2, section 
2.1.2.1.2) is not discussed as the scope of this part of research is limited to the item 
and score interpretation parameters. The subsequent sections will discuss the results 
from the Rasch item analyses. 
6.1.2.1 Rasch item analysis 
Appendix 6.3 shows the 50 items in the reading CPT battery in order of difficulty, 
from the easiest to the most difficult (in logits), difficulty estimates, and the Pearson 
Chi-square fit statistics. It can be seen that at 95% confidence level, 11 items in the 
test are misfitting. This indicates that the items did not conform to the item response 
model. These are items 3,5,7,12,22,23,27,31,34,41,48. They amounted to 22% 
of the total number of items in the reading test. Appendix 6.4 lists the misfitting items 
with their respective difficulty values. 
Following the detection of the misfitting items, it is only crucial to examine the items 
for the causes. One of the reasons that could have led the two items to not fit the 
model was the poor construction of the items. Examples of the misfitting items are 
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taken to explain the possible reason why they do not fit the model. Items 5 and 31 are 
given below to illustrate the examples of the misfitting items. 
Item 5 
Would a four-year jail sentence imposed on Mohd Norfitri Zulkifli's 
father be of any solace to the child who has suffered brain damage, or be 
a real deterrent to another child abuser in the future? 
"solace" means 
A. compensation C. satisfaction 
13. consolation D. assistance 
Item 31 
Today, danger lurks even behind the most familiar, smiling faces. 
"danger lurks" mean danger 
A. prowls C. appears 
B. attacks D. wanders 
The two items are multiple choice questions and the bold alternatives are the answer 
keys. Firstly, the two items above will be looked at from the content analysis' 
perspective. This is to identify the construct that these items were trying to measure. 
As can be seen, both items 5 and 31 are questions on vocabulary. According to the 
ratings given by expert judges in content analysis (see Chapter 7 for details), all the 
raters were in agreement that the ability involved to answer both questions 5 and 31 
was knowledge of lexis. In question 5, the raters were in agreement that ability in 
syntax, cohesion, the rhetorical organization of the text, and sensitivity to dialect and 
register, were not involved in answering the questions. Strategic competence was 
only rated as `may be involved' by one rater. The other two raters seemed to think 
that this competence was not involved in completing the item. Item 31 was rated 
similarly. The only ability involved in answering the question as agreed by all three 
raters is the knowledge of lexis. 
For a high stakes test such as the reading EPT, level of accuracy in measuring the 
construct is crucial. As such, the two items should be well written in order to do the 
best job in assessing the language ability that it is supposed to measure. In other 
words, such items should discriminate between the weak from the good students in the 
construct concerned. The distractors play a very important role in achieving the 
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discrimination. Good distractors should attract more students who have lower scores 
on the test total. In order to further analyse these items, it was necessary to return to 
the classical item statistics. 
The classical analysis results were further used to explain the characteristics of both 
the examples of the misltting items above. This was done to complement the Rasch 
analyses in order to explain the misfitting items. For example, in item 5, alternative B 
(consolation) was the key, but most students gave alternative C as their answer (47%). 
In addition, the item did not discriminate between the students in the low score group 
and the high score students, judging from the proportion who answered it correctly 
(0.31 and 0.35 respectively). In fact, alternative A seemed to discriminate better as 
the two proportions showed a distinct difference with the high scoring group showing 
a higher proportion than the lower group. The excerpt of the analyses results for both 
items above are given in Table 6.7. 
Table 6.7: Item analyses for 2 examples of misfittini! Items 
Proportion Iindordisn g Point 
Item Item 
Diflicult 
Discriminant 
Index 
rphi Option Total Low Iligh Iliserial Kcy 
5 . 28 . 04 . 06 1 . 19 . 17 . 27 . 12 2 . 28 . 31 . 35 . 06 3 . 47 . 47 . 34 -. 
14 
4 
. 05 . 06 . 04 -. 02 31 . 16 . 05 . 12 1 . 16 . 14 . 19 . 12 2 . 25 . 33 . 14 -. 18 3 
. 48 . 40 . 59 . 10 4 
. 10 . 11 . 08 -. 0.1 
Item 31 seems very similar to item 5. As can be seen in the table above, the key 
(alternative 1) did not discriminate between the two groups. Misfitting items may be 
interpreted as indicating either the items are poorly written or they do not conform to 
the unidimensionality criterion (McNamara, 1996: 175). In the case of both items 5 
and 31, weak distractors seemed to have caused the items to not fit the model, hence 
causing threat to the validity as well. 
A linguistic explanation offered a possible reason to the pattern of response for item 5, 
from a second language speaker's perspective. Clearly, in order to answer the 
question, one needs to know the meaning of the word `solace' in the text. 
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Observation for contextual clues in the item is minimal, if not non-existent. Thus, 
other strategies could have been used to help examinees to complete the task in 
relation to this item. From a second language speaker's perspective, strategic 
competence could compensate for the lack of knowledge of lexis in choosing the 
answer for item 5. One way of looking into the usage of strategic competence is 
through schema theory. 
The response pattern in item 5 shows that the distribution of responses by the high 
scoring group was considerably distributed among the first three choices in the test 
item (option 1,2 and 3). Generally, this means that the high scoring group was 
attracted almost equally to all the three choices. An explanation could be that the 
three choices given were related in some ways. In dealing with an unfamiliar word, 
background knowledge could help test takers to compensate for the lack of knowledge 
of the meaning of the word sought in the item. In this case, the strategy may involve 
looking for other familiar lexical items within the sentence for context in order to 
reveal the relative content area to which the unfamiliar word appears. In return, this 
content area may give a clue to the meaning of the unfamiliar word. In item 5, the 
lexical items and phrases that are related and that could build a domain for the 
meaning of the word `solace' are `jail', `sentence' and `to child who suffer brain 
damage'. Thus, the first three alternatives; `compensation', `consolation' and 
`satisfaction' are three possible words that could replace the word `solace' within the 
context of the sentence. It could be possible that the high scorers are those who could 
use their background knowledge or schemata in this way when dealing with difficult 
words like `solace' in item 5. 
The items that were rejected by Rasch were not all rejected by the classical method, 
and vice versa. It was necessary next to investigate the differences between the results 
in both analyses. The next section will discuss the comparison. 
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6.1.2.2 Comparison of Rasch and classical item analyses 
A comparison was done to compare the items that were rejected based on the classical 
and Rasch analyses. In order to do this, these items were categorised into three 
different groups: items rejected by the classical discrimination statistics only, items 
rejected by Rasch model only, and items rejected by both the classical and Rasch 
model. The first group consisted of weak items identified by the two classical 
discrimination statistics: discrimination index (DI) and point biscrial (rpbi). The 
criterion for identification of weak items based on DI was based on Ebel (1972: 399) 
(DI: 0.40) while the criterion for rpb; (S 0.25) was based on Brown (1996: 178). The 
item difficulty values are not taken into account in the first group as the primary goal 
for identification of weak items is to select good items in order to maximise test 
reliability. In a placement test context, items that have the highest discrimination 
index should be chosen for this purpose. As such, the item difficulty need not be 
considered directly. No items that are much too easy or too difficult can possibly 
show good discrimination when the Upper and Lower Difference index is used (Ebel, 
1972: 390). 
In the second group, the items consisted of the misfitting items based on Rasch. 
Finally, the third group consisted of items that were rejected by both the Rasch model 
and the classical item analyses. The items that were involved in the three groups are 
provided in the table below. 
Table 6.8: Groups of Rejected Items 
1 2 3 
Items rejected by 
Classical discrimination 
statistics only 
Items rejected by 
Rasch Model only 
Items rejected by 
both Rasch and 
Classical methods 
6 22 3 
8 23 5 
13 27 7 
17 41 12 
30 48 31 
37 34 
40 
49 
N 8 5 6 
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Table 6.8 above shows the different numbers of items that were rejected by the two 
methods of item analyses. However, there are 6 items that were commonly rejected 
by both classical and Rasch methods. The discussions that follow will look at the 
characteristics of the items that fall in each category and the possible reasons for 
rejection in the three different categories. The three categories will be discussed 
separately in the subsequent sub-section. The first discussion will focus on items that 
were rejected by classical item analyses only. 
6.1.2.2.1 Items rejected by the classical item analysis only 
Table 6.9 provides the item analysis results of category 1. The table not only provides 
the classical analysis indices but also the Rasch estimate of difficulty in logit for each 
item. 
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Table 6.9: Item analysis results of eight rejected items by classical item analysis 
only 
Item Logit 
Difficulty 
Difficulty 
Index 
(ID 
Discriminant 
index 
DI 
Point 
biscrial 
r; 
Option Total Low Iligh Key 
6 2.109 
. 15 . 18 . 24 I . 15 . 09 . 27 2 . 51 . 44 . 53 3 . 23 . 33 . 11 4 
. 10 . 14 . 09 Others 
. 00 . 00 . 00 8 -2.047 . 89 . 15 . 18 1 . 05 . 06 . 02 
2 
. 02 . 04 . 01 3 
. 89 . 82 . 97 + 4 
. 
03 
. 
07 
. 
01 
Others . 00 . 00 . 00 13 -1.522 . 83 . 20 . 22 1 . 07 . 14 . 02 2 
. 
83 
. 
71 
. 
91 
3 
. 10 . 15 . 07 Other 
. 00 . 00 . 00 17 -2.961 . 95 . 07 . 16 1 . 01 . 01 . 01 2 
. 
01 
. 
02 
. 
00 
3 . 95 . 91 . 98 " 4 
. 
03 
. 
06 
. 
01 
Other . 00 . 00 . 00 30 -2.277 . 91 . 07 . 11 I . 03 . 04 . 01 2 
. 
05 
. 
06 
. 
01 
3 
. 
91 
. 
88 
. 
96 
4 . 01 . 01 . 02 Other . 00 . 00 . 00 37 -1.867 . 87 . 18 . 21 I . 06 . 12 . 00 
2 . 87 . 76 . 94 3 
. 
05 
. 
07 
. 
06 
Other 
. 
02 
. 
00 
. 
00 
40 -1.039 . 76 . 22 . 22 1 . 76 . 64 . 86 2 . 01 . 02 . 00 3 . 02 . 05 . 01 4 . 20 . 26 . 14 Other . 01 . 00 . 00 49 -0.563 . 67 . 24 . 22 I . 07 . 13 . 01 2 
. 16 . 18 . 15 3 
. 67 . 55 . 80 4 
. 
10 
. 
12 
. 
04 
Other . 01 . 00 . 00 
Category I consists of items rejected by discrimination indices by classical method. 
As observed in Table 6.9, all of the items in this category were the 3 or 4 options 
multiple choice questions. The first distinct characteristic of these items as shown in 
Table 6.9 above is that their DI were low. All of the items in this category had DI 
lower than 0.25. Five out of the eight items had DI were lower than 0.19, which 
means that the items should be completely revised if not eliminated from the test, as 
they were very poor in discriminating between students. In addition, the examination 
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of the response distribution patterns of all the 8 items revealed that many of items had 
problems created by the construction of the response options or the distractors. 
In particular, items 8,13 and 30 seem to have all of the distractors in each item that 
were not attractive to the lower scoring group. Observation of the response pattern in 
these three items (see Table 6.9) indicates that the three items had all of their 
distractors almost non-functional. From the response distribution, the range of 
percentages for the distractors marked by the low scoring students was very low; 
between 1% to 7% only. For example, all the three distractors in items 8 were only 
marked by 4 to 7% of the low scoring students. The pattern was similar with items 17 
and 30 where only 1 to 4% of the low scoring groups marked the distractors in item 
17 while only I to 4% of the same group for item 30. In addition to the three items 
above, item 40 also seems to have 2 distractors that did not attract the examinees. 
Options 2 and 3 in item 40 were only marked by very small percentages of the 
students (1% and 2%), and particularly the low scoring groups were not attracted to 
the options judging from the proportions that marked the options (2% and 5%, 
respectively). Item 6 in this group seems to have a different problem created by the 
construction of the response options. Unlike the three items discussed above, item 6 
had one distractor that seemed to attract 51% of the examinees. Interestingly too, the 
response distribution from Table 6.9 shows that majority of the high scoring students 
were attracted to this distractor (option 2) rather than to option 1, which was keyed as 
the right answer. 
It can be concluded that one of the reasons for the rejection of the items in the reading 
EPT based on classical item analyses is the faulty construction of the response options 
in the items. As demonstrated in the above examples, there were many instances 
where distractors functioned poorly. The faulty construction of the response options 
in the items could have caused the items to be easy for the students. This is apparent 
from the difficulty values of the items given in Table 6.9 above. 
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From a different perspective, when the items were compared to the estimates of 
students' ability based on Rasch analysis (sec mapping of person ability and item 
difficulty, section 6.1.2.4, Figure 6.4), it could be observed that there was a mismatch 
between the difficulty of the items concerned and the ability of students tested. For 
example, the logits of difficulty of both items 8 and 17 indicate that these two items 
were not testing any of the students in the group as none of the students were 
comparable to the difficulty level of these items. In other words, both items were too 
easy for the group of examinees. However, these items were not rejected by Rasch. 
This was most probably due to the fact that Rasch analysis is not sensitive to faulty 
construction of response options but rather to the correct or incorrect pattern of 
responses. 
6.1.2.2.2 Items rejected by the Rasch analysis only 
The second category of the rejected items is the items rejected by Rasch only. 'rill-cc 
of the items were fill in the blank format while two were multiple choice questions. 
There is a possibility that the items were either poorly written or that they did not 
conform to the unidimensionality requirement of the test. Inspection of the items 
shows that the first reason for rejection by Rasch is due to item dependency. 
Inspection on items 22 and 23 shows that both items indicate some tendency that the 
items were dependent on other neighbouring items. For example, answering item 22 
correctly depended on answering item 21 correctly. This was so because 
understanding the answer to the rephrased statement in item 21 would lead to the 
answer to item 22 as they were both in the same string of sentence and sequence of 
information in the original text. The excerpt of the text, followed by the rephrased 
statements where the items appeared in the test is given below. The example below 
also shows that the sequence of information in the original text led to the 
understanding of item 23, thus, suggesting that item 23 had dependency on the 
preceding items. In both these cases, it could be concluded that the variability of 
items 22 and 23 were constrained by the responses to item 21. 
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Excerpt of text 
But the fact still remains that if education on the child abuse problem fails to produce (lie desired 
results, then punishment commensurate with the offense has to be meted out as an act of justice. I 
subscribe to the view that the main thrust of any action taken to combat the child abuse problem lies in 
education to create awareness, particularly among families, of the need to love and protect children and 
not to abuse them. 
Test Items 
Efforts to prevent child abuse should concentrate on education (2 I) to develop awareness (22) These 
efforts must focus on the fancily (23)... [... J..... Child abusers should face harsher (26) punishments for 
their crimes. Police officers should be trained overseas to help prepare them to deal with comulex (27) 
cases involving child abuse. 
This may have led to the lack of conformity to the Rasch model, thus rejected by the 
method. This implies that both items did not make independent contribution to the 
trait that the test set out to measure. Therefore, such items need to be revised if not 
removed in order to improve the quality of the test (to remove dependency or alter the 
scoring method in order to accommodate dependent items). 
6.1.2.2.3 Items rejected by both the classical and Rasch analyses 
The third category in the comparison of item analyses is composed of items 
commonly rejected by both the classical and Rasch analyses. Table 6.8 above showed 
that a total of six items were in this category. Inspection of the items involved 
indicated that the tasks involved in these items were identification of meaning of 
words, reference by cohesive devices and statements based on the text. The First 
characteristic of the item analyses in this common group indicated that they had lower 
discrimination indices range than the items in group 1. The highest DI was 0.14, 
which were items 3 and 7. In fact, one item had a negative DI value, implying that 
there was a higher proportion of the low scoring group who answered the items 
incorrectly as compared to the high scoring group. Faulty construction of the response 
options was the apparent reason for the items in this category to be rejected by both 
methods. Examples for this reason can be taken from items 5 and 7. In both items, 
the pattern of response by the high scoring group indicated that one distractor in each 
item equally attracted the group to choose the option as the answer. In item 5, option 
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3 attracted about the same proportion of the high scoring group as the proportion who 
answered the item incorrectly. Similarly, in item 7, the proportion of students who 
answered correctly was about the same as those who were attracted to distractor 4. 
Item 5 
`solace' means 
A. compensation 
B. consolation 
C. satisfaction 
D. assistance 
Item 7 
`the solution' refers to the solutions to 
A. violence as a whole 
B. domestic violence 
C. wife battery 
D. child abus 
Table 6.10: Itcm analyses results of items 5 and 7 
Item Rasch Proportion Discrimination Point Proportion Endorsing Point Key 
No. Difficulty( 
lo it 
Correct Index ßiscrial Alter- 
native 
Total Low Iligh Itisc- 
nal 
5 1.237 . 28 . 04 . 06 
1 . 19 . 17 . 
27 . 12 
2 
. 
28 . 
31 
. 
35 
. 
06 
3 
. 
47 
. 
47 
. 
34 -. 14 
4 . 05 . 06 . 04 -. 02 
Others . 
01 . 
00 
. 
00 -. 05 
7 0.864 . 36 . 14 . 12 1 . 10 . 08 . 07 -. 
01 
2 . 36 . 29 . 43 . 12 
3 . 
08 
. 
08 
. 
07 -. 03 
4 . 46 . 54 . 42 -. 09 
Others . 00 . 00 . 00 -. 0I 
6.1.2.2.4 Conclusion on comparison of item analyses 
Having analysed the reasons for the rejection of items in the three categories, it could 
be concluded that both classical and Rasch methods offer different reasons for 
rejecting the items in the test. When only classical item analyses were taken as the 
criteria, the items were only limited to items that were identified as having flaws due 
to the response options. This was indicated by the low value of Dl, as well as the 
pattern of responses to the distractors by both the high and low scoring groups. When 
item revision needed to be done, classical item analyses could guide to identify how 
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the items could be improved. In this case, classical item analyses had helped to 
identify the response options that were malfunctioning or flawed. 
On the other hand, the DI for the items rejected by Rasch only were not necessarily 
low. This was indicated in this study where the range of the DI was between 0.68 to 
0.27. The type of items that the Rasch method rejected included the non-multiple 
choice items. The examples given in the discussion above show that another type of 
flawed item detected was made up of dependent items. 
The rejected items by both analyses seem to reveal more information about how poor 
the items were. Firstly, as can be seen from the classical item analysis results, the 
items that fall into this category are the items that would need to be completely 
revised or rejected as their DI were below than 0.19 (based on Ebel's rule of thumb, 
cf. section 6.1.1, page 5). Even though the Rasch analysis is not specifically sensitive 
to faulty construction due to poor distractors, the similarity between item misfit and 
information in discrimination indices is expected as both are indications of pattern of 
responses. 
Both these results led to the conclusion that with the availability of the analyses of 
items based on both the classical and Rasch methods, more faulty items could be 
identified. This would lead to better item revision and development. Moreover, most 
importantly for the purpose of placement test, items need to be well written so that 
they would discriminate students better. 
6.1.2.3 Reliability of reading EPT scores 
Another feature of Rasch that could prove useful in investigating the reliability of the 
reading test is the estimate of ability. In addition to the item parameter that has been 
dealt with above, the RASCAL output also produced a raw score conversion table. 
Appendix 6.5 gives the raw score (i. e. the number of correct answer) conversion table. 
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This table provides for each possible correct number score, Rasch estimates of ability 
(0) and the standard error associated with each ability estimate. It also provides the 
frequency of occurrence/ total number of students that fall within each ability estimate 
(Microcat Manual: 14-11). At 68% confidence, theta gives the person's ability that 
will lie within the range represented by the estimate, plus or minus its estimated error. 
The standard error indicates how much error is expected for each ability estimate at 
one standard error above and one standard error below the estimated ability. 
The ability parameter offers several advantages over the classical method. Firstly, 
unlike the classical test theory framework in which ability is reflected in the assigned 
correct response scored, in item response theory, 'ci student 's ability score, theta (0), 
is not obtained from the right number scored' (McNamara, 1996: 152). McNamara 
gave a clear illustration of the difference between the classical raw scores and item 
difficulty, and Rasch estimates of underlying ability and difficulty. According to him, 
the difference is similar to that between descriptive and inferential statistics, 
respectively. 
"With descriptive statistics, a sample is taken and the characteristics of the 
sample are described, but no inferences are drawn about the characteristics 
of the population from which the sample is taken; no claim as to the 
representativeness of the sample is made. With inferential statistics, the 
characteristics of the sample are used to make estimates of the population 
from which it has been taken, with appropriate margins of error for these 
estimates. " (McNamara, 1996: 153) 
McNamara gave a good illustration of the difference with reference to wanting to 
estimate the degree of pollution from a bay. It would be impractical to analyse all the 
water, so samples from some sites could be drawn and analysed. The characteristics 
of the sample could be used to draw inferences about the quality of the water in the 
bay as a whole. These inference characteristics relate to the second property of Rasch. 
The theta scale is independent of the items that are administered to the examinees as 
well as independent of the sample to which the examinee belongs (Hambicton ct al., 
1991: 8 and McNamara, 1996: 152). These features of Rasch analysis are especially 
useful when reporting students' ability. Thus, they are important in checking the 
reliability of raw scores used to report students' ability in a placement test. 
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In the case of the HUM reading EPT, the conventional way of reporting students' 
ability has been through raw scores that are converted into 9 different Bands. The 
data of the reading EPT were further analysed to demonstrate the usefulness of the 
above features in Rasch analysis. Specifically, the purpose was to investigate the 
reliability of the reading EPT cut-off scores. This was done by comparing the 
classical and Rasch methods of reporting ability. While the conventional way of 
reporting ability was through raw scores that were later converted to Bands, Rasch 
gave an estimate of the ability (0) taking into account both the ability of the group of 
sample and the difficulty of the items in the test. Before the comparison is clone, the 
conventional way of reporting students' reading ability through raw scores is given 
below. A summary of the raw score conversion to Band and the decision making of 
the reading EPT at the HUM is given in Table 6.11. 
Table 6.11: Raw Score Conversion for Reading CPT at IIUNI 
Correct number and Level or Ability Implication of results 
1-2 1 
3-5 2 1lave to attend reading 
6-9 3 skill focused class bclirre 
10-12 4 Upper intermediate attending academic 
13-14 4.5 bearing courses 
15-19 5 
20-24 5.5 
25-27 6 
28-29 6.5 
30-35 7 Advanced Do not have to attend 
36-39 7.5 reading skill focused class 
40-45 8 
46-50 9 
From Table 6.11 above, it is observed that in order for students to be considered in the 
advanced level in reading ability, they would need to score at least 25 correct numbers 
in the test. Students in the advanced level were considered to be proficient to attend 
classes in their academic fields, thus, were allowed to register in the academic 
programme courses. On the other hand, students in the upper intermediate would 
have to attend reading skill classes before they could attend academic bearing classes. 
Since Rasch analysis is conducted with the same data, the estimates of abilities given 
in Appendix 6.5 could be used to check the discrepancy between reporting ability 
through raw score and students' estimates of ability (at 68% confidence). The areas of 
concern in the estimates of ability and raw score are at the cut-off point area. This is 
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the criterion used for the students to either proceed to their academic courses, full 
time, or to attend the reading skill classes before proceeding with the academic 
courses. The cut-off point in relation to the ability estimates is around the score of 
Band 6, which is equivalent to the correct number score of 25 and above. The area of 
interest around the cut-off score and estimate of ability is summarised in the table 
given below. The theta range (see table below, column 6) is based on one confidence 
interval or 68% confidence (see Chapter 2, section 2.1.1.3 for band scores). 
Table 6.12: Raw score conversion table at cut-off points for 1997 reading EPT 
(Rasch estimates) 
Level Band Number Ability Standard Ability Frequency Overlap Total noofstudents 
correct (0) Error range (theta between invoked in overlap 
value) ability of ability estimates 
estimates and percentage 
of two 
levels 
5.0 18 -0.72 0.335 -1.055- 17 nil nil 
-0.385 
19 -0.61 0.331 -0.941- 19 
-0.279 
20 -0.50 0.328 -0.828- 23 
-0.172 
Upper 21 -0.39 0.326 -0.716- 28 " 162 
-0.064 
intermediate 5.5 22 -0.29 0.324 -0.614- 27 " (53"1x) 
0.034 
23 -0.18 0.322 -0.502- 34 " 
0.142 
24 -0.08 0.321 -0.401- 31 
0.241 
25 0.03 0.320 -0.29- 34 
0.355 
6 26 0.13 0.320 -0.19- 29 
0.45 
27 0.23 0.321 -0.091- 27 " 144 
0.551 
Advanced 28 0.34 0.321 0.019- 33 " (47%) 
0.661 
6.5 29 0.44 0.323 0.117- 21 
0.763 
7 30 0.55 0.325 0.225- 31 nil nil 
0.875 
Table 6.12 gives the breakdown of the five different Bands investigated. They are 
Band 7, Band 6.5, Band 6.0, Band 5.5 and Band 5. The first column indicates the two 
levels of proficiency that discriminated between students who were allowed to attend 
the academic bearing courses and those who were not (advanced level and upper 
intermediate level, respectively). The second column represents the five different 
Bands that were looked at in order to investigate the reliability of the scores around 
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the cut-off score. The third column gives the corresponding correct number or raw 
score for each Band. The next column is the estimate of ability (0) liar each correct 
number scored. Column 5 indicates the standard error of each ability estimate, which 
is the range of estimate in which the true ability of students would lie, at 68% 
confidence. Column 6, on the other hand, gives the range of each ability estimate 
around the estimated error. Column 7 gives the number of students that full in each 
ability estimate and correct number scored. In addition, the column that follows 
indicates whether there has been an overlap between the range of ability estimate that 
fall below or beyond the cut-off score for each ability estimate. The asterisk (*) 
indicates that the range has overlapped between the two levels. Lastly, the left most 
column provides the total number of students whose ability estimate may have 
overlapped with the lower or upper level according to their estimated range of ability 
as calculated using Rasch. The percentage that follows the total number gives the 
equivalent percentage of the students that could possibly be affected. 
As can be seen from the table, students who were classified as in the tipper 
intermediate level according to the correct number scored (raw score) may have been 
in the same ability level as the student in the advanced level, and vice versa. As an 
example, according to Rasch estimates of ability, student A who scored 19 may have 
been in the same ability level as student B who scored 25. However, when using raw 
scores, student A was classified in the upper intermediate while student B in the 
advanced level. Their overlap of estimated ability is visible when the estimate of both 
abilities are compared, where A is -0.941 to -0.279 while B is -0.29-0.355. Even 
though both student A and B could have been in the same ability range, A was not 
allowed to enrol in her academic courses while B was. 
As the number of samples in this study is considerably large (i. e. 557), it is safe to 
infer the range within which an individual's score lies from the estimate. It is noted 
by McNamara that the level of accuracy in the inference made depends on large 
sample size (McNamara, 1996: 163). In addition, I lambleton (1989) also noted that 
Wright and Stone (1979) recommended a sample size of 200 examinees and a test 
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length of at least 20 items. Since the sample number in this study is considerably 
large, that is 557, it is considerably safe to make inferences based on the estimates 
done on the sample of this study. As such, the results in the table above can be 
interpreted as follows. 
Table 6.12 above shows that there is an overlap in the range of estimates of ability 
between the different correct number scored or raw score. The implication of this 
result is that misclassification of students' ability may have been made by reporting 
students' ability from raw scores. The results show that there is a probability that 
students who scored between 19 and 29 may have been wrongly classified. As Table 
6.12 shows, there were 162 students in the upper intermediate level whose ability 
range may have been beyond the cut-off point. On the other hand, based on the 
estimated ability range, there were 144 students in the advanced level who could have 
been in the upper intermediate instead. The results of the cut-off point study using 
Rasch above shows that this reading sub-set of the EPT should be treated cautiously 
when raw scores are reported. In particular, certain considerations should be taken 
into account with students whose raw scores range falls between 19 and 29, as there 
may be a possibility of misclassification: false negative or false positive. 
6.1.2.3.1 Comparison of classical SEM and Rasch estimates in score 
interpretation 
At this point, it is necessary to see how the use of SEM in CT compares to the results 
by the Rasch analysis in the study of score interpretation. The band scores (c. f. 
Chapter 2, section 2.1.1.3) for raw scores that are around the cut-off point for the 
reading EPT are computed according to CT (at 68% confidence). The SEM for the 
reading according to the CT analysis is 3 (c. f section 6.1.1.1, Table 6.3). A summary 
of the band scores are given in the table below. 
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Table 6.13: CT band scores at cut-off points for 1997 reading EPT 
Level Band Raw score SEM Band score Overlap 
5.0 18 15-21 Nil 
19 16-22 
Upper 20 17-23 
Intermediate 21 18-24 
5.5 22 19-25 
23 20-26 
24 3 21-27 
6 25 22-28 
26 23-29 
Advanced 27 24-30 
6.5 28 25-31 
29 26-32 
7 30 27-33 
The table above summarises the band scores for a range of raw scores that arc close to 
the cut-off point (raw score 25). The first column in the table indicates the two 
separate levels of proficiency. The second represents the corresponding Band and the 
third the raw scores. The SEM for each raw score is given in the fourth column. 
Unlike in Rasch, the SEM in CT is the same across the different raw scores and levels 
(see Chapter 2, section 2.1.3). The fifth columns provides the band scores for each 
raw score and this column is followed by a column that indicates whether there is an 
overlap between each band score and the band score of the cut-off point (22-28). The 
last column therefore gives an indication as to whether the true score for each raw 
score could possibly be in the different levels (i. e. Advanced level in Upper 
intermediate level, and vice-versa). 
The results in Table 6.13 and Table 6.12 seem to indicate similar results. How then 
does the classical estimates compare to the Rasch estimates? Given that standard 
error is based on the mean and that the cut-off score is close to the centre of the 
distribution (c. f. section 6.1.1.1, Table 6.3), the results therefore produce similar 
results. However, if the cut-off score of the reading EPT is not close to the mean, the 
method of calculating the overlap of band scores across the different levels based on 
the Rasch is expected to differ and to be superior. This is because, the Rasch 
estimates arc more consistent and stable when the ability estimates are away from the 
mean as well as the cut-off point (c. f. Chapter 2, section 2.1.3). In addition, Rasch 
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estimates can be generalised across different samples, while CT estimates are 
restricted to the particular groups of samples. In other words, the results based on the 
CT calculation cannot be used to infer the expected margin of errors for the scores 
around the cut-off score for different groups of students. Therefore, it is necessary to 
look at decision accuracy of the 1997 reading EPT as an indication of reading ability 
for the two different levels (Advanced and Upper intermediate) based on the Rasch 
estimates. 
6.1.2.3.2 Decision accuracy of 1997 reading CPT based on Rasch 
The effects of both false negative and false positive classifications can be evaluated 
from different perspectives, in the context of the HUM. Firstly, those in the false 
negative (raw score 19 to 24) could have been those with the appropriate reading skill 
level to cope with academic studies but had not been identified as so from the reported 
results. Secondly, those in the false positive group (raw score 25-29) could possibly 
be those who could not cope with academic studies due to their inappropriate level of 
reading skill but had been identified otherwise. 
Accuracy in the decision about students' level of reading competence at the HUM 
context is apparently important due to the social implication as demonstrated in the 
earlier section above. Social consequences of tests are an important issue of test 
validity, addressed by many, particularly by Messick (1989b). These results posed a 
question of validation as noted by Messick (1989b: 13) in that 'to validate an action 
inference requires validation not only of score meaning but also the value 
implications and action outcomes [.. ] and utility of the test scores for particular 
applied purposes and the social consequences of using the scores for applied decision 
making. ' In the reading EPT, the outcomes of the test based on a possible decision 
consistency model (see for example Croker and Algina, 1986, Chapter 9 for decision 
consistency and decision accuracy models). The possible outcomes of the reading test 
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around the raw score range of 19 to 29 (see 'Table 6.12) are summarised in the figure 
below. 
Figure 6.1: Probabilities of decisions outcome from reading EPT within (lie raw 
score range of 19-29 
Actual Competence level 
Upper Advanced 
Intermediate 
Classification by Upper Interniediate 
Test Score 
Advanced 
True negative False negative 
(Inteniiediate) (Advanced) 
False positive True positive 
(Upper (Advanced) 
Intermediate) 
The outcome situation around the cut-off score can be represented as in Figure 6.1. 
Inspection of the Figures shows that there are four possible outcomes of the reading 
EPT. While two outcomes are possibilities of correct decisions, there are two 
possibilities of incorrect decisions. Table 6.12 has shown that a total of 306 students 
within this score range were possibility wrongly classified. In other words, a 
proportion of students in the upper intermediate level could have been false negative 
while a proportion of the advanced students in this group could have been in the lower 
level instead. To evaluate the degree of accuracy for the reading EPT with the cut-off 
score, the proportions for each outcome as shown in Figure 6.1 were estimated. The 
calculation was based on the statistics of approximate error rate. ' The discussion of 
the procedure and results of the possible proportions in each of the four outcomes will 
follow. 
The proportion of students in each category was calculated based on the probability of 
error estimate using z-score statistics. This was done to each score that falls within 
the `critical range' of raw scores 19 to 29. For each score, the question to ask was the 
probability of each score to not fall below (for those classified in advanced level) or 
above (for those classified in upper intermediate) the cut-off score (raw score 25). An 
example of the question is "what was the probability that students whose raw scores 
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were 19 (theta=-0.61) do not fall above the cut-off score (theta= 0.03)? " At the same 
time, "what was the probability that the students whose raw score were 29 to not Call 
below the cut-off score? " Based on calculation of error estimate, the approximate 
number of students of true negative and false negative in this raw score was 
calculated. The same procedure was repeated for all the raw scores affected and the 
total for the four categories were derived. The statistical procedure for z-statistics (sec 
for example Gravetter and Wallnau, 1995) is stated as follow. 
Z= X-u (obtained difference between data and hypotheses) 
SD Standard distance by chance 
Thus, in this case, the approximate error rate for each theta or estimate of ability was 
calculated based on the formula that follows. 
Pi- = (theta for raw score)- (theta for cut-off score) 
standard error of each theta 
In the above formula, Pi- (probability) refers to the z-scorc value. Theta for raw score 
(estimate of raw score), theta for cut-off score (estimate of cut-off score) and the 
standard error were obtained from the Rasch analyses (see Table 6.12). The z-scorc 
value was later converted to its corresponding p-value. The corresponding probability 
value (p-value) for each z-value was obtained from a normal distribution table 
(Appendix 6.6). Then, each p-value was further changed to a percentage to obtain the 
approximate percent of error rate for each raw score. To illustrate, calculation for 
error approximation for raw score 20 is provided below. 
Example of calculation for raw score 20 
raw z-score corresponding Approximate Approximate 
score p-value (error rate) error rate in correct 
classification classification 
20 -0.50-0.03 = -1.6159 0.0526 5% 95% 
(N= 23) 0.328 (n= 1) (n=22) 
In the example given above, 23 students were classified in the upper intermediate 
level according to their raw score. However, based on the approximate error rate, it 
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could be concluded that only 1 person in raw score 20 group who could have possibly 
been above the cut-off point, hence, wrongly classified in the upper intermediate. On 
the other hand, 22 students in this raw score could have possibly been placed in the 
right level. Thus, it could be safely said that the chances of students in raw score 20 
to be in the scores above the intermediate level are minimal. The summary of results 
for each raw score around the cut-off score's critical area (raw score 19 to 29) is 
provided separately for the upper intermediate and the advanced group in the 
following tables. 
Table 6.14a: Approximate error rate for upper intermediate group 
raw score p-value 
(Approximate 
error rate 
Approximate probability of 
wrong classification 
Approximate probability of 
correct classification 
19 0.0268 3% 97%) 
(N=19) (n=1) (n=18) 
20 0.0526 5% 95% 
(N=23) (n=I) (n=22) 
21 0.1003 10% 90% 
(N=28) (n=3) (n=25) 
22 0.1611 16% 84% 
(N=27) (n=4) (n=23) 
23 0.2578 26% 74% 
(N=34) (n=9) (n=25) 
24 0.3669 37% 63% 
N=31 1) 1 (n=20) 
Total 29 133 
Table 6.14 b: Approximate error rate for Advanced level erou 
raw score p-value 
(Approximate error 
rate 
Approximate probability of 
wrong classification 
Approximate probability of 
correct classification 
25 0.5000 50% 50% 
(N=34) (n=17) (n=17) 
26 0.3783 38% 62% 
(N=29) (n=1 I) (n=18) 
27 0.2676 27% 73% 
(N=27) (n=7) (n=20) 
28 0.1660 17% 83% 
(N=33) (n=6) (n=27) 
29 0.1020 10% 90% 
=21 (n=2) (n=19 
TOTAL 43 101 
The two tables above give the approximate error rate for each raw score and the 
approximate breakdown of incorrect and correct classifications for each score group. 
The total at the bottom of each table reflects the four groups of possible outcomes. 
These four totals make up the approximate proportion of students for the four category 
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of probability of outcomes as given in Figure 6.1. As such, Figure 6.1 could now 
further reflect the probability of outcomes of the EPT reading test as the following. 
Figure 6.2: Probable proportion of students in the outcome of reading EPT 
within the raw score range of 19-29 
Actual Competence lcvcl 
Classification by Upper Intermediate 
Test Score 
Advanced 
Upper 
Intermediate 
Advanced 
True negative False negative 
(n=133) (n=29) 
82% 18% 
False positive True positive 
(n=43) (n=101) 
30% 70% 
Figure 6.2 above gives the proportions of probable outcomes for students within the 
critical area of the cut-off score. The outcomes that are of interest are the false 
positive and false negative as these are the two outcomes that bear the social 
consequences on the students concerned. As Figure 6.2 shows, the percentage of false 
positive is higher than false negatives in the 1997 reading skill EPT. The results 
indicate that while 30% of the advanced students could have been false positive, only 
18% of the upper intermediate student could have been false negatives. The 
implications of both these results will be discussed to evaluate their significance. 
The severity of both false positives and false negatives in the institutional context 
where the test was used could be evaluated in different ways. While both are 
possibilities of misclassifications, the direct consequences of both outcomes could be 
concluded as follows. For the false positive group, the implication would be that they 
possibly did not have the reading skills necessary to carry out the demands in the 
English medium academic courses in their programme of study. On the other hand, 
the false negatives could possibly be well equipped with the necessary micro-skills in 
reading to cope with their programme of study but had to delay taking their academic 
courses for one semester. In addition, the false negative group had to attend the 
reading skill classes for one semester. Consequently, the first group (false positive) 
would be ahead of the second group (false negative) in the number of semesters they 
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had to spend on language support classes. At the same time, the first group would be 
starting to do their academic courses earlier at the matriculation centre than the second 
group, even though they entered the centre the same time. 
Based on the evaluations of the false outcomes of the decisions above, the weight of 
each misclassification should be evaluated in the context. This is to evaluate the 
social implications on the students concerned. On the one hand, the false negative 
students had one extra semester of language support class to the attend. However, 
there is a possibility that false positive students would be at risk in their academic 
courses. That is, if these students are genuinely inept with the sufficient reading skills 
to cope with the demands of the skill required in the academic programmes, then they 
are at risk of not doing well in the course subjects due to the misclassification. Based 
on the above implications, it could be concluded that within the HUM context, the 
first implication is a loss while the second is risk. In other words, while false negative 
students lose out on the time to start doing their academic course, the false positive 
could possibly be at risk of not performing well in their academic courses. 
It is deemed necessary at this point, to further investigate the cut-off point used in the 
HUM reading placement context, as it is a crucial decision point. That is, the cut-off 
score was used to segregate between students who could progress to take up their 
academic and university requirement courses conducted in English, and those who 
could not. The next sub-section will discuss the results based on the use of masters 
and non-masters group (based on Part I EPT) in order to substantiate the conclusion 
made about the reliability of the cut-off score used. 
6.1.2.3.3 Use of masters and non-masters 
The cut-off score for the reading EPT at the HUM was stipulated based on the 
judgement of the testing team members in the English Language Department of the 
HUM matriculation centre. There was no evidence that the cut-off score was based 
upon any empirical procedure. At the same time, it was discovered that the cut-off 
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score at raw score 25 had been the practice in the previous year's version of' the 
corresponding CPT sub-set. Given the evidence in the reliability study of the cut- 
score above, it could be concluded that the judgement on the cut-off scores was not 
appropriate to discriminate between the two levels of students. Within the Band range 
of Band I to Band 9, Band 6 might have appeared to be an adequate level to equate 
with the advanced level of reading ability. However, in terms of raw score, this cut- 
off score may have caused misclassification of the two groups. The proportions of 
misclassification have also indicated that there was a probability that a high 
proportion of the students within the `critical' range above the cut-off score were false 
positives. 
To further strengthen the conclusion to be made about the cut-off score used, another 
study was conducted to look at the performance of a sample of students in the lower 
intermediate level in the reading sub-set of Part 2 of the EPT. This study was done as 
part of the validation study of the cut-off score in the following chapter (cf. 7.3.3). 
The following section will discuss the results of the students based on performance in 
the reading EPT. 
In the validation study (see Chapter 7), 41 students who were not supposed to take the 
reading EPT were taken as sample to sit for the reading skill EPT. Thcsc students 
were initially identified as lower intermediate level students based on the Core EPT 
and thus, were deemed not proficient enough to take Part 2 of the EPT. The study will 
discuss the differences between the lower and the upper intermediate groups in 
Chapter 7, but this section will look into the performance of the lower intermediate 
group on the reading test. The purpose of this was to see how these students had 
performed in the reading EPT in relation to the cut-off score critical range (raw score 
19 to 29). 
The lower intermediate students' performances in the reading EPT were investigated 
in relation to the cut-off score. It was expected that most of the students would score 
much lower than the cut-off score since it was meant to discriminate between the two 
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higher level groups of students (between upper intermediate and advanced levels). 
I lowcvcr, the results showed that many of the lower intermediate student's fall within 
the critical range of the cut-off score. The distribution of their reading E111' score is 
summarised in the table below. 
Table 6.15: Summary of Lower Intermediate Level Students' Performance in 
Reading EPT 
Clear Upper Critical Upper Critical Advanced Clear Advanced 
Intermediate level Intermediate level level level 
(11-18) (19-24) (25-29) (31) 
n= 23 n= 11 n= 5 n=2 
The above table shows that 39% of the total number of the lower intermediate 
students sample had scored within the critical range of scores while 2 students were 
clear advanced level students based on their raw scores. Contrary to the expected 
result that the students would have scored way below the cut-point, there was a large 
proportion of the students who were in the critical region around the cut-off score. If 
the Core EPT was adequately reliable, it was expected that those who failed the Core 
EPT (lower intermediate students) would not have done as well as the other group 
(upper intermediate) in the reading EPT. Analysis of the difference in the two groups' 
performance will be dealt with in the subsequent chapter (cf. 7.3.3). 
The results of the reading EPT among the lower intermediate students (see Table 
6.15) show that some proportion of the students could have fallen into the critical 
range score. This would mean that some of the lower intermediate students could 
have also been in both the false positive and the false negative groups. There could be 
a possibility that if the same cut-off score of raw score 25 was used, some of the 
students in the lower intermediate could have been in the higher levels as well. If this 
is the case, the implication is again that the cut-off score used is not an adequate point 
to determine the students who did not need the reading skill support classes. It could 
have been more appropriate to set the cut-off point to a higher raw score which none 
of the lower intermediate students would have achieved. In addition, it is suggested 
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that the cut-off point should also not be within the critical regions of the existing cut- 
off point. 
The implication of having the lower intermediate level students performing within the 
critical region and beyond the cut-off score is that some proportion of students in this 
group could have been in the higher levels as well. This would mean that these 
students were in a greater loss than those in the false negatives or the true negatives of 
the upper intermediate level group. There was a possibility that some proportions of 
the lower intermediate level had had to spend three semesters of language support 
classes instead of only one or two semesters. 
6.1.2.3.4 Conclusion on findings in reliability study of cut-score 
This section will discuss the significance of the findings in the study of reliability of 
the cut-off scores based on the Rasch estimates and the use of masters and non- 
masters groups. The significance has to be evaluated in two perspectives. The first in 
the context of the HUM, while the second, in a global context of cut score reliability 
study. 
In the first set of results, it was demonstrated that there was a range of scores that 
could be considered the `critical' range where misclassifications could have happened 
due to reporting ability based on raw scores. The results demonstrated in the study 
showed that there were a certain percentage of the advanced level students who could 
have been the false positive. At the same time, a certain percentage of the students in 
the Upper intermediate level could have been in the false negative. In order to 
evaluate the implications of these two misclassifications, they have to be associated 
with the social issues concerned. In this context, the institution has to evaluate the 
consequences on the students concerned. 
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The outcomes and possible social implications of the two misclassifications in the 
HUM context can be extrapolated as: 
1. The false negatives group- 
" The students in this group have to take an extra language course. 
" They have to delay taking the English medium academic and requirement courses. 
Students in this group may be discouraged with their studies, as some of their 
peers of the same intake have progressed to take their academic courses while they 
have to delay theirs. 
" Some may find that they do not benefit from the language support courses and 
teachers may find the students do not belong in the level. 
2. The false positive group 
0 The students can embark straight to their academic courses 
" They may not be able to cope with the English medium courses if the test has 
predictive validity (to predict success or failure in academic courses due to 
language deficiency). 
The above scenario can be generalised to a more global context where institutions 
have to deal with misclassifications due to error associated with the cut-off score. 
There are two ways that could be seen in order to rectify the situations in the above 
given scenario. The first option is to change the cut-off scores in order to decrease the 
number of misclassifications. This will entail the institution to evaluate whether to 
increase or decrease the cut-off scores (which simultaneously increase or decrease the 
number of false positive and false negative). The decision will be based on evidence 
that demonstrates the relationship between the scores and the effects on the individual 
students' academic performance (i. e. long-term consequences). 
However, the other way to resolve the situation is to improve on the items. In other 
words, the test development policy in the institution has to ensure that the items in the 
test have to be a lot more reliable in order to improve on reliability of the scores as a 
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whole. That is, it will entail the institution to revert to the basic test development and 
design policy. The procedure should ensure that the test development or construction 
is sensitive to faulty items. Among the policies that have been demonstrated as 
crucial in test development at many institutions that conduct placement tests are the 
item piloting procedure and the training of item writers. 
6.1.2.4 Test information 
The next information gathered from Rasch analyses for checking the reliability of the 
test is the test information function. Figure 6.3 below shows the graphic of the test 
information curve. It is a visual display of the effectiveness of the test at varying 
levels of ability. The effectiveness of the test refers to the amount of contributions the 
test items make to the estimation of ability along the different ability levels on the 
scale. The test information curve given in the figure below shows that the reading test 
has a high information function and provides the most information about the 
differences in ability close to the middle of the ability scale. Considering that the aim 
of the test is to gauge the two levels of ability, such information is appropriate for this 
purpose. 
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Figure 6.3: Test Information Function Curve 
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The last analysis conducted was the mapping of item difficulty and person ability on 
the same scale. Since the reading EPT aimed to gauge two different levels of 
language ability (the advanced and upper intermediate levels), it is important that the 
test consists of items that could make this distinction. Rasch provides this 
information in the ability and difficulty mapping as shown in Figure 6.4. The figure 
portrays the mapping of the items in the reading EPT 1997 version and the persons' 
ability of the group of test takers along a same scale of measurement. In the mapping, 
the estimates of person ability and item difficulty are expressed in terms of the relation 
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between the ability of individual candidates and their chances of giving a correct 
response to items of a given difficulty (McNamara, 1996: 200). 
Figure 6.4: Item by Person Distribution Map of Reading EPT version 1997 
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The middle of Figure 6.4 is the units of measurement on the scale in logits, which in 
this case, range from logit -4 to +4. The top of the scale represents the easiest item 
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difficulty and the smallest ability estimates while the bottom represents the opposites 
of both estimates. The mapping facilitates the comparison of the range of ability in 
the group with the range of item difficulty in the reading EPT. This enables one to see 
if the items are too difficult or too easy for the group, and whether the items are 
adequate for the placement purpose. Items have the greatest power to define the 
ability of candidates in the range of ability, which matches the difficulty of the item 
(McNamara: 1996: 167). In the case of the reading placement test at the HUM, the 
area where the decision is made to establish the distinction between the upper 
intermediate and the advanced level is the area in the ability continuum that needs to 
be carefully defined. 
From Figure 6.4 above, it can be seen that overall, the items were found greatly spread 
just below and above the middle ability range. However, from the mapping it could 
be seen that there were some items at the far easy and difficult ends of the scale. The 
comparison between estimates of item difficulty and person ability in Figure 6.4 also 
shows that some of the items at the far difficult and easy ends of the difficulty 
estimates continuum were either too easy for the groups of students or were testing a 
very small number of students. 
Thus, it was necessary to investigate the characteristics of these items. An 
investigation was done to compare the items along the difficulty continuum to see 
what characteristics may make these items more or less difficult, or appropriate, for 
the test-taking population. In order to do this, the items were grouped into three; 
items at the easy end, the difficult end and around the cut-off score. A content 
analysis was done to describe the skills that were tapped by the items in these three 
areas of the difficulty continuum. At the same time, the classical item discrimination 
results were also used as a basis of comparison for the three clusters of item difficulty. 
The comparison is summarised in Table 6.16 below. 
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Table 6.16: Description of items clustering at three different levels of difficulty 
Description Cluster 2 Cluster 3 
Items at difficult 
end 
Items at easy end Items around cut-off score 
Cluster l 
1. Discrimation 0.07 S DI <_ 0.21 
Index range 
2. No of items 6 items 
in category 
3. Tasks a. identify reference 
of cohesion devices in text 
b. provide meaning of word 
c. gather writer's point 
of view 
d. identify statement 
based on text 
0.345DI50.53 0.05<1)1 < 0.21 
3 items 4 items 
a. Identify texts a. provide meaning 
with specific of words 
information b. Fill in the 
b. gather meaning of blank with 
idiomatic expression word from text. 
in text 
c. gather specific 
information from text 
The discussion that will follow will describe and compare the items in the different 
clusters as given in the table above. The range of the classical discrimination indices 
is provided for each cluster of items. They arc made available to describe the items in 
addition to the information provided by Rasch analysis. In the first cluster, 6 items 
were found to be far from the cut-off score, at the easy end. They were items 8,17, 
29,30,34 and 37. The difficulty estimates of these items were at -3.0 logit and 
between -1.6 and -2.2 logits. The corresponding numbers next to Figure 6.4 show that 
the items between the difficulty estimates -1.8 to -3.0 logits were much easier than the 
ability estimates of any of the students in the group tested. In addition, item 17 was an 
outlier; it was isolated from the other items at the far easy end of the continuum. The 
mapping in Figure 6.4 also indicates that the outlier (item 17) was far too easy for the 
students. The types of tasks required in this cluster of items are also listed in Table 
6.16 above. The items in cluster 1 consisted mainly of items that required 
identification of reference from cohesive devices in the reading texts (three items). 
From the table above, and it can be concluded that the items in category I are very 
poor in discriminating between the high score and low score groups. In order to 
improve the reliability of the test as a whole, it is recommended that most of the items 
(items 17,28,30 and 34) in this cluster be either rejected or revised as their 
discrimination indices were very low (Dl 5 0.19). 
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Cluster 2 in the table consists of items around the cut-off score. The items in this 
category were items 35,46 and 50. They consisted of' a variety of' task types. It 
appears that 2 of' the items in this cluster were inference type questions. In items 46 
and 49, they were required to get the specific information from the comprehension of 
the whole text or sections of the text. In addition, the classical discrimination indices 
of the items in this category indicated that the lowest discrimination index in this 
category was 0.34 while the highest was only 0.53. Considering these were items that 
had the greatest power to distinguish between the two different ability levels set by the 
cut-off scores, the classical discrimination indices of this cluster of items were not 
very high. 
Lastly, cluster 3 (items at the difficult end of the continuum) consisted of only 4 items: 
items 6,28,31 and 38. As expected, these items were also poor in discriminating 
between the high and low score students (0.05 S DI S 0.24). The common linguistic 
feature of this cluster is that the items mainly require the knowledge of lcxis. In items 
6,31 and 38, the task required the students to identify the synonym (to replace the 
meaning) of the words used in the text. This result can be connected the CLA analysis 
(cf. Chapter 7, section 7.2.2.2) which suggested that item difficulty is significantly 
correlated to knowledge of lexis. In fact, the higher the difficulty, the more 
knowledge of lexis is required for completion of the item. 
Several conclusions were gathered from the observation made between the three 
clusters of items above. Firstly, a number of items were far too easy for the ability 
level of the students who took the test. At least 4 items were in this category. This 
meant that these items were not contributing to the information needed to distinguish 
between the two levels of ability the test aimed to identify since the ability of the 
students were far higher than the ability tested by these items. Since the purpose of 
the reading test was to segregate between only two levels of ability, it was only logical 
to have items around the difficulty area where the decision was made. In other words, 
there should have been more items set at the cut-off score, as this was the crucial area 
where decision was made to segregate the two levels of students. However, as the 
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analysis indicated above, there were only three items that were in the cut-off score 
difficulty level. 
The second conclusion to be made from the study is that much information has been 
lost as many items were either too easy or too difficult for the ability range of the 
students. On the other hand, more items around the cut-off scores are needed to 
enhance the discriminating power of the test. 
Several advice could be offered to the test writers based on the comparisons done 
between the items in the test. Item tasks such as identifying reference of cohesive 
devices seemed to be among the many easy items in the tests. Revision to these items 
is recommended by making the distractors more attractive to students. At the same 
time, there should be more variety of task types included for items around the cut-off 
score difficulty level. 
6.2 Conclusion of reading EPT reliability study 
The findings in the reliability study of the reading EPT have demonstrated the 
usefulness utilising both the CT and Rasch analyses in the aim of gathering the 
necessary evidence associated with measurement errors (that may affect the usefulness 
of the test scores for the intended use at the HUM context). That is, when both 
analyses were utilised, greater amount of information was gained. 
The utility of the classical analyses could not be dismissed. However, Rasch analysis 
enhances the parameters of the reliability study in a few respects. First is that it also 
provides information on sources of errors related to the items in the test. It was 
demonstrated that a higher number of items needed to be inspected when both 
analyses were utilised. Secondly, the Rasch analysis provides a more robust and 
stable statistics that can be used to investigate the decision accuracy of the reading 
test. Even though CT analysis allow for such an investigation, the Rasch analysis is 
superior as it allows for an inference to be made about decision accuracy of the test at 
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the `critical' areas of the scoring continuum (i. e. around the cut-off score) where 
major decisions are made. Why is this important? In the HUM context, hI'i' 
instruments have been re-used in the different semesters or academic years. 
Therefore, the information on decision accuracy of the instrument is useful as the 
institution may seriously consider the margins of errors associated with the instrument 
when it is used for placement purposes for a different set of new-intake students. That 
is, serious considerations have to be taken in interpreting the scores that are at the 
critical range- the false advanced and false upper intermediate (c. f. section 6.1.2.3, 
Table 6.12). This is where this study is limited, as a long-term analyses of the 
consequences of the test on the individual students could have been conducted. 
Certain methods could be recommended. Firstly, the real performances of the 
students in their academic subjects who were identified to be possibly at risk could be 
investigated. For example, a follow up study that considers the different kinds of 
effects (or if any) of misclassifications will allow for a better appraisal of the 
consequential basis of tlie test use and interpretations. Secondly, the students within 
the range of the possible misclassification could also be asked to retake the test or an 
equated form of the test in order to check the reliability of the scores. 
The mapping facility in the Rasch analysis is another useful information that the 
approach offers in the context of this research, as it provides yet another crucial 
information for increasing the utility of the reading test. The information gained 
through the mapping distribution has demonstrated the kinds of guidelines it offers for 
item writing efficiency. In conclusion, this chapter has demonstrated that while CT is 
an approach that provides the conventional sources of evidence associated with 
measurement errors, the utility of both the classical and modern theory is invaluable. 
Therefore, this suggests that it is essentially vital for a high-stakes test to employ both 
the classical and modern approach in its reliability study. 
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Notes: 
I would like to express my gratitude to Dr Paul Marriott (University of Surrey, Mathematics and 
Computing Department) for useful discussions on the probability of estimates and the calculation of 
approximate error rates. 
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Chapter 7: Results of Validation study 
7.0 Introduction 
The aim of this chapter is to report and discuss the results of the validation study done 
on the EPT, which was conducted at the entry point of the HUM matriculation centre 
in 1997. The validation study that was conducted has included the concurrent validity 
of Part 1 (Core Test) and the Part 2 of the EPT, and a content analysis study as part of 
the content validity of the EPT. This chapter will also report and discuss the results of 
the study of the validity of the cut-off score of the skill sub-set tests, the study of the 
parallel forms of the EPT over the years and the predictive validity of the placement 
test at the IIUM. The results of each part of the study will be reported separately. The 
following section will report on the findings of the concurrent validity study. 
7.1 Concurrent validity 
The first issue of validation of the EPT that will be addressed is the concurrent 
validity of the test. The primary purpose of any concurrent validity study in language 
testing has been to examine the relationships between a test with any other external 
measures. In this part of study, the relationships between EPT and two external 
criteria were examined. The first criterion was an external language proficiency test 
and the second was self-assessment. 
The first comparison was to investigate the relationships of the EPT results with other 
language proficiency tests. This comparison aimed at examining the extent to which 
the EPT was providing the same information about the students' language ability as 
the other tests. Two external tests were used in this study; the SPM English and the 
GCE `0' level English (see 5.3.1.1 for details). A high correlation between EPT and 
the two external tests would indicate that the EPT had substantial agreement between 
the EPT and the standardised tests' scores. In this case, two expectations were 
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anticipated from the correlation outcomes. 
Firstly, it was expected at the beginning of the research that Part I of the I: PT would 
have a considerably high relationship with the SPM and GCE `0' level tests. This 
was so because the EPT and the external tests were supposed to consist of items that 
measure the similar aspects of language ability, mainly the reading, grammar and 
cloze. In addition, it was also expected that there should not be high correlations seen 
when Part 2 (skills sub-sets of EPT) were being compared with the standardised 
comprehensive external tests (SPM English and GCE `0' level). It was expected so 
because unlike the external tests that were comprehensive measures of language 
abilities, the sub-sets of the EPT (reading, writing, listening and speaking tests) were 
specific skills tests that were supposed to measure the four different language abilities 
separately. 
The observed correlations from using external tests in this study would suggest a few 
important issues relating to the placement test used in the HUM context. Firstly, if the 
correlations between the comprehensive tests were substantially high, this would 
mean that the external tests were good predictors of the students' global language 
abilities. If this is found so in the results, then, the results of the existing external tests 
could also have been taken into consideration in providing the necessary information 
about students' placements in the institutional context (collateral information). In an 
institutional context where the utility of time, money and manpower (see Chapter I 
section 1.2) are major concerns in placement procedures, minimising any of the 
factors are very much welcomed. For example, if the external information provided 
by the comprehensive proficiency tests could be used as part of the information to 
identify the level of students' ability, then this information could be used, for example 
to replace Part 1 of the EPT. As the performance results in EPT Part I in the year 
1997/98 showed (see Chapter 5, section 5.3.3), the majority of the students who 
attended the Part I of the EPT were placed in the lower level of the language support 
courses after taking the test. The results are extracted in the table below. 
218 
Table 7.1: Results of Core CPT 1997/98 
EPT Part I Score Percentage Number of 
students 
Placement 
Above cut-off 36% 282 Proceed to Upper 
point intermediate level 
classes or Advanced 
classes- based on EPT 
Part 2 
Below cut-off 64% 475 Proceed to Lower 
point intermediate level or 
Beginners level classes- 
based on scores in EPT 
Part I 
The second external criterion that was used for the concurrent validity study was 
students' self-assessment of their own language proficiency. The students were asked 
to rate their proficiency in speaking, listening, writing and reading skills. The rating 
was done based on a scale of four categories. The data for these purposes were 
gathered through a set of questionnaires administered to students as well as from the 
results of the EPT taken upon enrolment. 
The students' judgements for the second comparison were also obtained from a set of 
questionnaires (Appendix 5.1) that was given out to the students during their 
orientation week. Questions 9 and 10 of the questionnaire required the students to 
rate their proficiency on a Likert scale. While question 9 asked for assessment on 
global proficiency, question 10 was divided into four different skill areas. The same 
Likert scale was used for both questions 9 and 10. 
The main purpose of the second part of this concurrent validity study was to evaluate 
the usefulness of survey data in gathering the necessary evidence for a concurrent 
validity study. The particular survey data of interest in this study is the self- 
assessment. As commonly done in other studies, such as in Wall et al. (1994), self- 
assessment scales were correlated with outcome measures in language tests. The aini 
of this part of study was to investigate the status of using self-assessment among 
219 
second language learner students in Malaysia for the purpose of concurrent validity. It 
was expected at the beginning of the study that students' self-assessment could also 
provide collateral information that could be used to substantiate the information used 
for identifying students' language abilities. If this is so, then it was expected that 
there should be some degree of correlation between students' self-assessment with 
some, if not all, sub-sets of the EPT. The results of this study were also compared to 
studies done by other researches on self-assessment by second language learners for 
comparison purposes as well as to evaluate the feasibility of using this method in a 
similar context. 
The sections that follow will report on the findings of this concurrent validity study. 
The first set of results will report on the use of other tests as the criterion for 
comparisons. The use of self-assessment data will be discussed in the subsequent 
section. 
7.1.1 Correlations with other tests 
This section will discuss the findings of correlating the EPT with other proficiency 
tests. As has been mentioned earlier, the comparisons were done in two parts. Firstly, 
Part I (Core EPT) of the EPT was separately correlated with SPM and English GCE 
`0' level results. In the second part, Part 2 (skills EPT sub-sets) was correlated with 
the same external tests. 
The first point that is important to note here is that the test data being investigated in 
the comparison study was not gathered under strict concurrent conditions. The sample 
candidates did not take the tests on the same day. The gap between taking the EPT 
and the external tests ranged from 6 to 11 months. The interval between when the 
students took the SPM English and the EPT Core tests was 6 months, as they took the 
SPM in November of the year before. This was inevitable because the SPM was the 
National Government Secondary School test that was conducted at the end of the 
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secondary school year, prior to the students' enrolment at the matriculation centre. 
The SPM is a standardised test (in terms of administration, scoring and content) that is 
compulsory for all Malaysian students. 
The gap between EPT Core and GCE `0' level tests was even longer, as the latter was 
taken in June of the year before. The interval between the tests could not be avoided 
as the two standardised tests were taken by the samples at the end of their secondary 
school year while the EPT Core paper could only be taken at the entry point of the 
matriculation centre. At the same time, these two criteria tests were the only available 
common validated proficiency tests' results that could be used for the criterion 
comparison. 
Even though the problem with gathering existing test scores could be overcome by 
asking students to take another validated proficiency test such as TOEFFL or IELTS, 
this was not possible in this research. It was not feasible for the researcher to gather 
the necessary number of students to participate in a different test due to the limited 
data collection period. 
The descriptive statistics for each group in this part of study is given in Table 7.2. 
Table 7.2: Descriptive statistics for groups compared 
Group N Mean Standard 
deviation 
Lowest 
score 
Highest 
score 
SPM 757 4 1.71 1 9 
GCE `0' level 80 6.7 1.43 1 9 
Core EPT 757 48.22 11.52 9 90 
EPT Listening 276 6.5 0.83 4 8 
EPT Speaking 262 6.24 0.87 3 8.5 
EPT Reading 277 6.25 0.83 4 8 
EPT Writing 278 5.85 0.62 4 7.5 
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7.1.1.1 Core EPT and external tests 
The first set of results that will be discussed is the correlations of Part I of the EPT 
(Core EPT) and the two other proficiency tests: SPM and GCE `0' level. For the 
purpose of comparison, the standardised scores were used instead of raw scores (sec 
Chapter 5, section 5.3.1.1). The conversion was done in order to make the 
comparison parallel. This was because initially, SPM was reported in grades (I to 9), 
from the highest to lowest. In contrast, the Core EPT was reported in raw scores (0 to 
100). 
The correlations were obtained from a sample of 757 students for the comparison with 
SPM English, while 80 students for the comparison with GCE `0' level English. 
Since the data used was based on ordinal measurement, the appropriate correlation to 
use was based on the Spearman rho rank-order correlation coefficient. It was 
expected at the beginning of this part of study that the correlation should be positively 
high. This is because the criteria seemed to measure similar aspects of language 
ability, judging from the content, which were mainly reading and grammar 
components. At the same time, they were similarly reported in that the total scores 
were reported in grades or bands. The results of the correlations are given in Table 
7.3 below. The scattergrams for each group of comparison is given in Appendix 7.4. 
Table 7.3: Spearman Rank-order correlations between Core CPT and other 
language proficiency tests 
EPT Core SPM 
SPM English . 52 * N=757 
GCE `O' . 32 * 0.26 
Level N=80 N= 80 
_English * PS 0.05, two tailcJ 
The table above gives the correlations of the three tests, and the significant 
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correlations are also noted at P__<0.05. Results above show that there were statistically 
positive and significant correlations between the students' results in Core EPT with 
their SPM (rho= 0.52, PS 0.05, two tailed test, N= 757) and Core EP1' with GCE `0' 
level English (rho= 0.32, PS 0.05, two tailed test, N=80). I-Iowever, these correlation 
results were not markedly higher than 0.50. The correlations above show that the 
correlation between SPM and Core EPT was only a little higher than the correlation 
between Core EPT and GCE `0' level English. In addition, the correlation between 
SPM and GCE `0' level was the lowest. 
The Spearman correlations of 0.52 and 0.32 (P_< 0.05) indicated that there was no 
strong agreement between the set of scores in Core EPT and the two external tests. 
These results have given an indication that the students' English language proticicncy 
was not similarly pictured by the three different tests. In conclusion, based on the low 
correlation, it would not be appropriate to conclude that the external tests could be 
used to replace the Core EPT. 
The correlations obtained from the comparison of the Core EPT and other tests were 
not as high as anticipated at the beginning of this study. As mentioned earlier, it was 
expected that the correlations would show markedly high correlation coefficients. On 
the other hand, the results seemed to indicate that although it was very tempting to 
assume that comprehensive proficiency tests may function similarly in identifying 
students' global language ability, it may not necessarily be the case. As the results 
have shown, tests which seem to measure similar aspects of the language, mainly 
reading and grammar, may not necessarily contain substantial degree of communality. 
We may speculate as to why low correlations were found in the comparison. Firstly, it 
could be due to the level of the content of the tests being compared. Since the EPT 
Core was used for placement purposes at the entry of the matriculation level, it should 
presumably be college level difficulty, especially in the selection of the reading texts. 
On the other hand, the SPM and GCE `O' level English tests were conducted when 
223 
the students were at the end of their secondary school level. Thus, SPM English 
would have been expected to gear towards the language syllabus taught at the 
secondary level in school. Furthermore, students were also possibly more prepared 
and familiar with SPM as they attended language classes in school that geared towards 
preparing students for the standardised test, while not for EPT. The same reasons 
could be given for the GCE `0' level. 
The second reason could be due to the interval between taking the criteria tests and the 
EPT Core. As has been mentioned earlier in this sub-section (see section 7.1.1, 
paragraph 2), the interval between taking the tests inevitably had ranged from 6 to 11 
months. Several factors could have contributed to the change of level of proficiency 
during the gap between the tests. The students may have gone through some 
experiences or phases that may have affected their proficiency. For example, some 
students might have not used or been exposed to the language as much during this 
interval period. Therefore, their proficiency in the language might decline. In order to 
evaluate the significance of the findings in this concurrent validity study in relation to 
using the SPM English as a criterion, the results of the comparison of Core EPT (Part 
I EPT) will later be compared to a similar study conducted in Malaysia. This will be 
done after the discussion on Part 2 or sub-sets of the skills EPT. 
7.1.1.2 Skills CPT with external tests 
The next set of comparisons that will be discussed here is the correlation between sub- 
sets of the skills EPT and the same comprehensive external tests. The objective was 
to find out the relationship between the sub-sets of the EPT (reading, writing, listening 
and speaking skills) and the external tests. Since the purpose of the different sub-sets 
of the skills EPT was to measure specific skills, they were not expected to correlate 
highly with the external tests. It was expected that the results would show a certain 
extent of positive correlation, but it would be expected that the correlations would be 
lower than what was found in the first set of results above. This was because the tests 
compared were different in usage. While SPM English and GCE `0' level test were 
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meant to measure global proficiency, the skills sub-sets of the CPT aimed at 
measuring specific skills: listening, speaking, reading and writing. 
The results of the correlation in Spearman rank-order for the comparisons of skills 
EPT with SPM and GCE `0' level are given in Table 7.4 below. The significant 
correlations are noted in all of the correlations (P<_ 0.05, two tailed). 
Table 7.4: Spearman correlations between skill EPT sub-sets and other 
proficiency tests 
Skills EPT Sub-sets Core 
Listening Speaking Reading Writing EPT 
SPM English 
. 42 * 
N= 276 . 
44 * 
N=262 
. 39 
* 
N=277 
. 22 
* 
N=278 
. 52 * 
757 
GCE`O' . 26 * 
N= 80 . 
13 * 
N= 80 
. 18 
* 
N= 80 
. 29 
* 
N=80 
. 32 
* 
N=80 
* P<_ 0.05, two tailed 
The table above shows that the correlations between EPT sub-sets and the two 
proficiency tests ranged from . 13 to . 44. The 
lowest correlation is seen between 
speaking sub-set of the EPT and the GCE `0' level (. 13). At the same time, it was 
interesting to note that the highest correlation is also seen between the speaking sub- 
set of the EPT and the SPM English (. 44). The results also show that SPM English 
seems to be correlated higher with the listening, speaking and reading sub-sets of the 
EPT as compared to the correlation between GCE `0' level with the same sub-sets. 
As expected, in general, the range of the correlations found above indicated that the 
correlations of the sub-sets were less than the correlations found between Core EPT 
and the same tests. The lowest correlation, between speaking sub-set and GCE `0' 
level, could be explained by the fact that in GCE `0' level, the speaking component 
was not included in the test. 
However, it is interesting to note the correlation between SPM and speaking CPT. 
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The speaking component is merely about 10 % of the total score accounted Im in 
SPM English. Nonetheless, the correlation found was the highest whcn compared 
with speaking skill EPT. One possible explanation that could have possibly 
accounted for tlne high congruency between SPM English and speaking skill EP l' is 
the similar aspects of language included in the assessment. Both the tests appeared to 
include aspects of language use such as vocabulary and grammar. 
In addition to the above results, the writing and reading sub-sets of the EH' would 
have been expected to correlate higher with SPM than the other two skills. This was 
anticipated since the reading and writing sub-tests accounted for a large percentage of 
the marks in SPM. On the contrary, as the results in (he table above have shown, the 
correlations were lower. 
It is interesting to compare the above results of this study with the results from Wong, 
Hazita and Lee's study (1990) on the UKM (Universiti Kebangsaan Malaysia) English 
Language Proficiency Test (ELPT). As part of the Wong et al. 's (1990) study on the 
reliability of their institutional placement test at UKNI, concurrent evidence was 
investigated. There was similarity between the findings of this study and Wong's, as 
SPM English was used as the criterion for comparison with the institutional placement 
tests. ELPT at UKM was used as an institutional instrument prior to 1990 in order to 
determine students' level of proficiency and to exempt or place students in 
introductory, intermediate or advanced English proficiency courses offered by the 
Pusat Bahasa (Language Center) at UKM (Wong et al., 1990: 7). The original 
instrument consisted of the reading, grammar and cloze sub-tests while oral and 
writing were added for the purpose of their study. One of the objectives of the study 
entailed to look at the relationship between the ELPT sub-tests and the total original 
ELPT with the grades in SPM English. Therefore, the ELPT sub-sets (raw scores) 
were compared with SPM English. 
Before the comparisons with the results arc made with this study, it is necessary to 
demonstrate the similarity and differences between EPT and ELPT. Firstly, the 
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differences between the instruments could be examined through the settings of the 
institutions. ELPT was used in a setting in UKM where the purpose of placement was 
to give language support in a second language context. On the other hand, the L" PT at 
HUM was for a different context. Secondly, there is a higher demand for proficiency 
in English at the International Islamic University (IIUM) as the medium of instruction 
is English. As such, the aspects of language ability measured in EPT at entry point of 
the university could have been different, even perhaps covering more aspects of the 
language. For example, a student who is studying Economics at UKM attends 
lectures that are conducted in the national language, and produces written assignments 
for the related courses in the national language. The need for English in the student's 
context is only when references from books and journals are only available in the 
English language. In contrast, another student who is studying the same course in 
Economics at HUM will have to be more proficient in the language as not only 
lectures, assignments and references arc in English, but the use of English also 
extends to communicative purposes such as for social contexts and discussions. 
In addition to the differences due to the setting, the components of the tests could also 
be compared. The table below gives the summary picture of the institutional 
placement tests used in the two settings. 
Table 7.5: Components of ELPT and EPT used in concurrent validity study 
Components of ELPT Components of EIIT 
Reading (A) CORE EPT 
Grammar (B) (Reading + Composition + 
Cloze (C) Cloze + Grammar) 
Total original ELPT A+ B+ C) 
Oral Reading skill EPT 
Writing skill EPT 
Writing Listening skill EPT 
Speaking skill EPT 
The above table gives a picture of how EPT covers a wider aspect of language as 
compared to the ELPT. I lowcvcr, the parallels found in the components of the two 
tests above have allowed comparisons to be made. Subsequently, the correlational 
227 
results between SPM and total original ELPT could be compared with Core EM'. In 
addition, the reading, writing, and speaking skills EPT correlations with SPM could 
be compared with the corresponding skills in ELPT. The results of the comparison 
made are given below. 
Table 7.6: Parallels between ELPT and EPT for comparative study 
ELPT concurrent study EPT concurrent validity study 
validity 
Comparison Correlations Comparison 
coefficients 
SPM X Total EPT 0.89 0.52 SPM X Core EPT 
SPM X Reading 0.61 0.39 SPM X Reading Eli' 
ELPT 
SPM X Oral ELPT 0.91 0.44 SPM X Speaking EPT 
SPM X Writing 0.83 0.22 SPM X Writing Eli' 
ELPT 
When the results of concurrent evidence were compared above, it could be seen that 
Wong's study found that there was a lot higher correlation between SPM English and 
sub-sets of the EPLT. The correlations in their study ranged from 0.61 to 0.91 
(N=89). Their highest correlation was found between SPM and the Oral sub-set of the 
ELPT. The total version, which consisted of sub-sections of reading, writing, 
grammar and oral showed a total correlation of 0.89. However, contrary to Wong's 
study this study found considerable lower correlations for the sub-sets of the EPT and 
SI'M (0.22 to 0.44). In addition, the parallel form of the Total version of l: LP'T. EPT 
(Core EPT) only found a correlation of 0.52 with SPM. 
Based on the findings of Wong et al. 's study, the UKM was convinced that SPM 
English could reliably determine the level of language proficiency of the students 
taken in by the university. Consequently, there was a major restructuring in the 
placement system at UKM after the findings by Wong, I Iazita and Lee (1990). Based 
on their study, the authority had taken the steps to revamp the placement procedure 
considering the high correlational results and the administrative constraints confronted 
in the implementation (c. f. Chapter 1). However, this study at IIUM found much 
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lower positive correlations between SPM results and the EPT sub-skills at HUM. Ili 
addition, the low correlation with Core CPT also indicated that the general language 
ability could not be determined from the SPM results in order to place the students in 
the CCL or CCU level (see Figure 1.1, Chapter 1). This means, in the case ol'using 
SPM English, ELPT shared more aspects of language proficiency measured as 
compared to EPT and SPM. As such, in the context of the IIUM, Sl'M could not 
reliably determine the level of proficiency of the students in the specific skills. 
7.1.1.3 Implications and constraints of results in comparison with other tests 
Before the implications of the results above arc discussed, it is deemed necessary to 
recapitulate the findings and address the weakness of this study. The first comparison 
showed that there was considerably low agreement between the students' results in the 
Core EPT and the external tests. This is an indication that the level of students' 
language proficiency was not similarly pictured when the tests were administered to 
the sank students. Therefore, this suggests that the external tests arc not adequate to 
replace the EPT. The second comparison found even lower agreement between how 
the external tests pictured the levels of the students and how the EI'T sub-sets did. 
This suggests that the different tests intended to measure different aspects of the 
language. 
However, the correlation results in the above study have to be treated cautiously due 
to the various factors across time. These factors may resemble those mentioned by 
Geranpayeh (1994: 62), which include the test method, subjects' familiarity with the 
test, language preparation course and subjects' proficiency level. As mentioned 
earlier, the time interval between the SPM, GCE '0' level and EPT was a factor that 
may have influenced the results. As such, the above results should not be strictly 
taken as evidence of concurrent validity. 
A logistical constraint in concurrent validity involving external tests, such as tiiiic 
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interval between administering tests, is inevitable in an institutional setting. In order 
to counter such a problem, ideally the time lapse between the tests should be 
controlled. That is, they should have been taken within the same day or with a lapse 
of a few days. Ilowever, having to administer the tests concurrently would entail 
several constraints in itself. For example, it would depend on the availability of 
willing students to participate in the tests, teachers to mark and conduct the exams, 
and money to fund the cost incurred in conducting the tests concurrently. 
Another apparent constraint or problem facing validation studies involving concurrent 
evidence using external tests is when assumptions have to be made about the 
constructs that underlie the tests being compared. Correlational statistical analysis on 
its own is only an indication of the degree of relationship between the criterion and the 
tests. Thcrc is no direct evidence of construct comparability across tests. As such, a 
correlational analysis, such as the one used in this study or Wong et al. 's (I 990), is at 
risk of assuming that such concurrent evidence is enough to replace the existing 
placement test. Geranpaych (1994) addressed a similar issue by making a score 
comparability study between standardised tests, TOEFL and IELTS, although the 
question of construct comparability was not really addressed directly. What is needed 
is a methodological approach based on the constricts of the test compared to 
substantiate such claims. 
The next study conducted for concurrent validity was to investigate the correlation 
between students' judgement of their language proficiency and their performance in 
the EPT. The method has again involved the use of survey data. The following 
section will discuss the findings. 
7.1.2 Self-assessment 
The next set of results for concurrent validity evidence that will be discussed in this 
section is students' self-assessment. The objective of the self-assessment was to find 
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out the extent to which the EPT results reflect the students' own view of their 
language proficiency. This part of tilt study was conducted to Find out 
a) how accurately the Malaysian students could assess their language proficiency, 
b) which skill was most accurately rated by the students, and 
c) the significance of using self-assessment in placement test validation. 
The design of this study required students to assess their level of proficiency in the 
English language through a questionnaire (sec Appendix 5.1, Question 9 and Question 
10). Specifically, the students were asked to assess their level of proficiency in 
reading, writing, listening and speaking sub-skills. The scale for both the global and 
the skill-focused self-assessment comprised of four categories: poor, fair, good and 
excellent. The sample students (ranged from N=262 to N=277) were given the sell- 
assessment questionnaire as they sat for the EPT at the beginning of the academic 
year. 
At the beginning of the study, it was expected that the students would be able to 
predict their global proficiency far better than when they assessed their language skills 
separately. It was also expected that there should be some differences between the 
accuracy of the students' self-assessment in the four different skills. Table 7.7 is 
given below to summarise the findings of the self-assessment study. The bold 
correlations in the table are the results highlighted in the discussion that follows. 
Table 7.7: Spearman rank-order correlations between self-assessment and El'T 
Skills EPT Sub-sets Core 
listening Speaking Reading Writing EPPT 
Global . 16 * . 14 * . 15 * . 14 
* 0.31 * 
n=275 n=262 n=276 n=277 n= 747 
Self Listening . 22 
n=276 
Assessment Speaking . 01 
n=262 
Reading . 081 
n=276 
Writing . 08 
n=277 
" PS 0.05, two tailed 
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The results in the table above indicate that the range of correlations is from 0.01 to 
0.22. The highest correlation was found in the self-assessment of the overall or global 
proficiency (0.31). However, the results of the sell-assessnment in (lie (liflcrcnt skills 
show that the only significant correlation is seen in the self-assessment of listening 
skill. The lowest correlation for self-assessment of the skills is seen between sell- 
assessment in speaking skill and performance in the speaking ll 'I' (0.01). Oil (lie 
other hand, the highest correlation for the skills' assessment is seen bctwecn self- 
assesscnent of listening skill and the corresponding EPT. In addition, variability in 
predicting the separate skills were seen when the students were asked to rate 
themselves for their listening, speaking, reading and writing competence. It could be 
concluded at this point that the students could most accurately predict their 
proficiency in the language when they were asked to rate their overall competence 
rather than the specific skills. Furthennore, listening skill seemed to be most 
accurately predicted when the students were asked to rate their competence according 
to skills. 
Overall, the correlation coefficients of seif-assessment and the diftcrcnt criteria 
variables are considerably low. In other words, the results above suggest that the 
accuracy of self-assessment among students at HUM was low. For example, the 
highest percentage of accuracy is in the way the students perceived their competence 
in speaking (r= 0.22, r squared= 5%). In addition, the correlation was not consistent 
with Oskarsson's (1978) 0.50 degree of acceptability for the prediction by self- 
assessment. In fact, this degree of acceptability (r=0.50) only means that there is only 
25% accuracy in how students perceive their competence in a language. In a 
placement test context, this is should still be considered as low. This is because, one 
of the reasons for this kind of concurrent evidence in a placement test context is to sec 
the extent of how students evaluate their own language ability level as compared to 
how the test does. In order for self-assessment instrument to be used as a replacement 
or substitute for a conventional placement test, the degree of accuracy should be 
expected to be a lot higher. For example, a correlation of 0.9 means that there is 81 `%) 
accuracy. This should be a more reasonable accuracy level to be expected of 
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concurrent evidence involving a high-stake test. 
The low range of correlation is not surprising, as many studies in self-assessment done 
with placement tests have reported fairly low correlations too. For example, the 
reported correlations in Criper and Davies' (1988: 53) self-assessment for concurrent 
validity study range from r--0.01 to r=0.47, while Wall et al. (1994: 332) found a 
range of between 0.03 and 0.51 in their study. In addition, preliminary study (see 
Chapter 4) found a of between 0.04 and 0.33. The results in this part of study were 
then compared with self-assessment results conducted in validation studies of 
proficiency and placement tests by Lcßlanch and Painchaud (I985), Criper and 
Davies (1988) and Wall ct al. (1994). A summary of the comparison is illustrated in 
the table given below. 
Table 7.8: Comparisons of self-assessment results in 4 different studies 
Validation Studies 
Wall et al. 
(1994) 
Criper and Davies 
(1988) 
LeBlanc and 
Painchaud (1985) 
EPT at IIUM 
(1999) 
Listening 0.51 (n=54) 0.24 (n=705) 0.43 (n= 200) 0.22 (n=276) 
Speaking Nil 0.30 (n=705) 0.39 (n= 200) 0.01 (n=262) 
Reading 0.41 (n=51) 0.22 n=705) 0.53 (n= 200) - 0.08 (n=276) 
Writing 0.30 53 0.25 n=705 0.50 (n= 200) 0.08 (n=277) 
Overall Nil 0.39 n=706 0.53 (n= 200) 0.31 (n=747) 
Range 0.30-0.51 0.22-0.39 0.39-0.53 0.01-0.31 
The summary of the self-assessment comparison given in Table 7.8 above indicates 
that the EPT self-assessment results had the lowest correlation for all the skills as well 
as the overall assessment. It was interesting to note that, despite the considerably 
homogeneous sample (the sample consisted of the students of similar language 
background as they all came from the Malaysian high school), the range of 
correlations varied more than what observed in the other three sets of studies 
involving self-assessment. 
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The similarity in the studies above (see Table 7.8) is that all of them indicate that the 
highest correlation was found in the rating of overall proficiency. However, only 
Criper and Davies' results of self-assessment were closely consistent with 
Oskarsson's (1978) acceptable range of correlation (0.50). These results added to the 
conclusion by Blanche and Merino (1989) in that, in general, second language 
learners' self-assessment shows considerably low correlations with performance in 
language tests. They reported that quantitative comparisons between self-assessment 
and objective measures of proficiency, such as using the standardised test, reported a 
typical low correlation of between 0.50 to 0.60. 
The results of this part of study can also be compared to Ross' (1998) meta-analyses 
of studies that dealt with self-assessment in second language and foreign language in 
the four skill areas- speaking, listening, reading and writing. Ross' meta-analysis of 
60 self-assessment studies reported that the correlation coefficient ranged from 0.09 to 
0.80. In addition, his meta-analysis study revealed that the reading and listening self- 
assessments had strong average correlations as compared to the other two skills 
(speaking and writing). 
Ross' meta-analysis study revealed that listening showed not just high average 
correlations (N= 18), but also high range of variations (r-0.250 to r=0.810) in the 
subjects' accuracy in self-assessment of the skill. The finding in this study concurs 
with Ross' study in that self-assessment in listening is relatively more accurate than in 
writing and speaking (1998: 6). Many reasons have been given to explain the cause of 
high correlations in self-assessment of listening skill as compared to the other skills in 
a foreign and second language context. In a second language setting, the degree of 
experience among the language learners is one of the major contributions to this result 
(Ross, 1998; LeBlanc and Painchaud, 1985 and Oskarsson, 1981). As this study 
involved Malaysian students, the possible reason for the highest correlation for 
listening could be attributed to the exposure to listening English both at school and 
more so in the social context. It would be expected that the students could have 
compared their ability to comprehend listening in English in the context where they 
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were most exposed to the language. Thus, in this context, the students most probably 
would have referred to their listening experiences in the acadcniie and entertainment 
context when they (lid their assessment for the skill. In Malaysia, school children arc 
very much exposed to entertainment and media such as listening to songs and 
watching television programmes that are in English. In most cases, familiarity with 
the language might have been assumed the same as competence in the skill. As such, 
it would have been expected that the students would be able to assess their 
competence in the skill more confidently and comfortably. 
Reading, on the other hand, had a very low correlation in this study. This contradicted 
the meta-analysis study done by Ross, comparing 23 self-asscssmcnt studies involving 
reading competence. This study's reading skill self-asscssmcnt correlation falls a lot 
lower than the lowest range that was found in Ross' meta-analysis of the 23 reading 
self-assessment (r= 0.25 to r= 0.80). It had been expected that the correlation would 
be considerably higher since the reading component was very much emphasised in 
their secondary school syllabus. As such, the sample students would have been 
expected to be much more adept in assessing their own skill in reading. 
At the same time, Ross' meta-analysis of 29 self-assessment studies on speaking and 
15 self-assessment studies on writing revealed that the correlations were relatively 
lower than that of listening. Again, this study concurs with Ross' findings. In a 
Malaysian context, a few factors may have influenced the low accuracy of self- 
assessment in speaking and writing skills. Firstly, school and national standardised 
assessments for achievement purposes have given less emphasis on speaking and 
writing skills. This in turn leads the students to be inept in estimating these skills. In 
addition, the process of self-assessment in these skills may have led to the low 
correlation. Second, language speakers may assess their own ability in the light of 
their communicative intentions rather than the actual effect of their effort to convey 
messages to an interlocutor (Ross, 1998: 9). 
ffo vcver, it must be noted that the limitation of Ross' study is the assumption made 
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about the statistical tests for comparison used by the 23 different studies in order to 
compare the results to this study. Some of the studies may have used inure robust 
statistical tests for comparison. Furthermore, the meta-analysis was based on an 
assumption that the criterion variables used in the different self-assessments were of 
equal reliability (Ross, 1998: 5). 
Before the implication and significance of the self-assessment study is related to the 
overall methodology of a placement validation, it is necessary to do another 
comparison for the findings in this self-assessment study. The results of the same 
sample candidates used in the comparison of EPT with SPNI (as external test) are 
compared with self-assessment. The aim is to find out the similarity or difference 
between using external test and self-assessment for concurrent evidence when the 
same set of samples is used. The sample included in the first part of the concurrent 
validity study had been given questionnaire for the purpose of self-assessment. This 
enabled the comparison to be conducted. The number of students in the sample that 
were included in this comparison ranged from 276 to 277 in the different skill tests. 
The comparison is illustrated in the table below. 
Table 7.9: Comparison between concurrent validity study using criterion tests 
and self-assessment 
Comparison rho 
SPht X List 0.43 
(n=276) * 
SA-L X List 0.22 
(n=276) " 
Comparison rho 
SPM X Speaking 0.44 
(n= 262) " 
SA-S X Speaking 0.01 
(n= 262) 
Comparison rho 
SPNI X Read 0.39 
(n= 277) " 
SA-L X Rcad 0.08 
(n=276) 
Comparison 1110 
SP\) X Wri1c 0.22 
I°- 378) " 
SA-\V X Writc 0.08 
(n=377) 
SA-L - Self-assessnment in listening skill. 
SA-S- Self-assessment in speaking skill. 
SA-R- Self-assessment in reading skill. 
SA-W- Self-assessment in writing skill. 
The results in Table 7.9 shows that the correlations between SPM and all the sub-sets 
of the CPT were higher than the correlations between self-assessment and the 
corresponding skills. This suggests that CPT reflects how SPNI measured the 
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students' language ability (in the different skills) better than self-assessment. 
Therefore, it may further suggest that the HUM may consider that the inlhrmation 
based on SPM is more appropriate to reflect the students' ability level than self- 
assessment. 
However, the self-assessment results have to be treated with caution as other possible 
reasons may have contributed to the low accuracy in the self-assessment results in this 
part of study. For example, there is also a possibility that this is due to poor measures 
of their language abilities. That is, it could be due to the self-assessment instrument 
and the language tests taken by the students. The self-assessment instrument used in 
this study could have contributed to the poor correlation. For example, the instrument 
used was a 4-point scale as compared to the 9-point Band Scale in the CPT. In 
addition, because of the design of the self-assessment's rating scale, it may have only 
given a global characteristic of the students' language proficiency. 'T'herefore, it is 
necessary to look how the self-assessment instrument can be improved in order to gain 
a more reliable result (i. e. self-assessment that reflect students' judgement of their 
ability better). 
7.1.2.1 Conclusion and implication of self-assessment in placement validation 
methodology 
The results for the self-assessment in this part of study have allowed us to make an 
evaluation of the use of self-assessment for evidence for concurrent validity in this 
context. Overall, the self-assessment results have not been able to produce 
correlations high enough to convince us that self-assessment is a good predictor of the 
students' level of proficiency. This was apparent when the results were compared 
with other self-assessment studies reported in other placement validation results as 
well as from the meta-analysis conducted by Ross (1998). 
Several reasons could explain the apparent failure of this self-assessment procedure. 
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Firstly, the measurement instrument could be responsible for the results. The 
instrument used in this part of the study was not well constructed in that the 
questionnaire only asked students to rate a general impression of their ability on the 
different skills. The instrument in this study should have included asking Im 
assessment of specific linguistics aspects related to the skills or course syllabus 
instead of just a general impression. This is in line with LeBlanc and Painchaud's 
(1985: 682) conclusion on reports of self-assessment studies in that well constructed 
questionnaire seemed to produce high quality results. Blanche and Merino also 
observed that higher correlations were obtained between self-assessments based on 
situational models that the learner can size up in behavioural terms rather than on 
global appraisals of micro-skills (1989: 324). 
In this study, it was not possible to conduct the self-assessment questionnaire based on 
the specific linguistic aspects related to the corresponding language course. This was 
due to the time and logistical constraints in this study. One of the main reasons was 
that the researcher failed to gain access to the existing language course syllabus in 
time for the questionnaire session. This was because in order to gain respondents k)r 
the self-assessment questionnaire, it was necessary to be conducted during the 
students' orientation week which was immediately after the students came to register 
at the matriculation centre. The syllabus could only be obtained during the start of the 
lecture week (after EPT and orientation week). 
Another contribution that can affect the correlation in self-assessment studies is the 
affective factor. This may include factors like motivation, personality and confidence 
in self-assessment (Dunkley, 1996 and Blanche and Merino, 1989). Dunkley (1996: 
32) also noted that the assessment made by students could also be based on what they 
believe will be to their advantage. 
Despite the shortcomings of using self-assessment as the criterion for concurrent 
validity evidence, in a validation of placement testing, the information can he 
significant in an educational setting. This is so as self-assessment, when conductc(l 
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and constructed well, could provide information that may overlap with the 
information gathered through conventional testing procedure for placement purposes. 
It has been pointed out in self-assessment research of language skills that educational 
institutions can benefit from empirically verified concurrent evidence gained from a 
planned self-assessment. Among others, self-assessment can be an alternative to a 
standardised test, and to some extent free teachers from some of the duties of 
evaluation (LeBlanc and Painchaud, 1985: 677; Oskarsson, 1989: 5). An example is at 
the UKM. After the concurrent evidence found by Wong, l lazita and Lee (1990), the 
institutional tailor made placement test was replaced by the existing external 
examination results (SPM and STPM). 
In this sense, in circumstance like at the HUM when placement procedure involve 
cohorts of incoming students at the beginning of each academic year and lengthy 
placement procedure that seemed to involve extensive manpower and time to 
implement, any information gathered from concurrent validity is crucial. This is so as 
the collateral information from self-assessment, for example, could be used to provide 
information needed to place students at some levels. For instance, in this case, this 
could possibly be achieved if the questionnaire could be constructed to define and 
reflect the level assigned by Part I of the placement procedure. An empirically 
verified concurrent validation could provide alternative to the existing Part I 
placement test. This in turn can save a lot of time and money as well as overcome the 
constraints facing the staff in administering the test. 
7.1.3 Conclusion on concurrent validity study 
The above methodological approaches gathering the necessary concurrent evidence 
for validation of the EPT have only supportcd many assertions made earlier about the 
problem of finding the appropriate external criteria to conduct a concurrent study. 
This also has been addressed for example in the first in depth work on a placement 
validation study at the University of Lancaster (Wall et al.: I99.1). The approach 
adopted in this research had not gone beyond the normal procedure in past studies for 
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concurrent study of placement tests such as the ones by Criper and Davies (1988). 
Wall et al. (1994), Lynch (1994) and Achara (1981). 
The value of concurrent validation evidence in the context of institutional or tailor- 
made placement tests can be seen in both the social and institutional perspective. For 
example, institutional placement tests can sometimes be questioned on how they relate 
to other validated tests such as TOEFL or any common local standardised tests. The 
information on how the institutional test is comparable to other tests can provide 
evidence for the question. In addition, the empirically verified evidence from 
concurrent validity can also provide necessary information for a revision of a 
placement procedure. As has been mentioned in the discussion on self-assessment 
results, well-constnicted questionnaires can provide concurrent evidence for the 
possibility of using students' self-assessment information to replace or reduce the 
existing lengthy placement process. 
7.2 Content Validity results 
The second set of evidence for validity that was dealt with in this research was the 
content validity of the EPT. Two central aspects of content validity were taken into 
account in this study. The first was the issue of using `expert' judges in making 
judgement to the relevance and representativeness of content of the test. The second 
aspect is the domain in which the representation and relevance of the test content are 
compared against. 
This section will discuss the procedure involved in the content validity and the 
findings of the parts of study based on the two different procedures. The findings of 
both procedures used will then be related to the problems encountered and the 
viability of the two approaches in order to gather evidence for content validity. 
Content validation in proficiency and placement tests in the literature have been 
discussed in Chapter 3 and 5. The approaches involved in many of the past studies 
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involving content validation of language tests are summarised in Chapter 5 (sec 
section 5.3.1). 
This study involved the skill sub-sets of the EPT and was conducted in two ways. The 
first approach was conducted by asking teachers to judge the content of tlhe sub-sets of 
the EPT based on the syllabi of the different corresponding skill classes. This was 
done to find out if the test content of the four sub-sets of the EPT matched the 
corresponding course content in the skill focus classes. The results from this part of 
study will then be related to the two central aspects of content validation: the use of 
expert judges and the choice of domain of specification. Both these aspects will he 
discussed in terms of employing this methodological approach in a similar context. 
The second procedure was to use teachers as raters for individual items in the sub-sets 
of the CPT in judging the extent of involvement of ability that each item in the test 
carries. The second procedure was an adaptation of the content analysis procedure by 
Bachman et at. (1995) and had been tried out in the preliminary study. Further 
modification was made to the rating scale to adapt it to the objective and setting of 
this research (cf. section 7.2.2). The purpose of this procedure, as mentioned in the 
introductory chapter, is to find out the extent of using the CLA rating results by 
language teachers for a content validity study. The results of this part of the study 
again will be associated with the feasibility aspects of employing a similar 
methodology in a validation of a test in an equivalent setting. 
The two approaches involved in this part of study can be illustrated in the figures 
given below. 
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Figure 7.1a: Judgement by language teachers on syllabi outline 
Expert judge Domain 
Test content 
Language teacher 
as expert judges 
Language class 
syllabi cotirse 
nntlinf. 
Figure 7.1 b: Judgement by language teachers on CLA rating 
Expert judge Domain 
Test content 
Language teacher 
as expert judges 
Theoretical 
construct of 
CLA 
The subsequent section in this chapter will report and discuss the results of both 
studies. The content validity study through questionnaires to teachers will be 
discussed first. 
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7.2.1 Results of questionnaires to teachers for content validity 
The purpose of the skills Eli' was to place students in the appropriate skill greased 
classes at the matriculation centre. As such, the content validity of the skill sub-sets 
was judged by comparing the lest content with the respective skill classes. This was 
done by conducting interviews with the experienced teachers in both marking the 
skills EPT and teaching the corresponding skill classes in varying semesters and years. 
Interviews were held with six of the English language teachers at the matriculation 
centre to sec if the reading, writing, listening and speaking skills sub-sets were testing 
the same skills language teachers were teaching in the respective skill focused classes 
(see Appendix 7.5). The teachers interviewed were markers of the 1997 ITT at the 
centre and the interviews were conducted 4 weeks after the skill-Focused classes had 
started. This was done to ensure that the teachers were familiar with both the skill 
EPT contents as well as the content of the skill classes' syllabi. 
Initially, the researcher had wanted to include the specific content of the syllabi of 
each skill classes as the domain of specifications against which the test content would 
be compared with. However, just before the interview was conducted, it was 
discovered that the syllabi of the particular semester the courses were taught had been 
amended to suit the changes in the materials used in the courses and the length of the 
semester. The teachers were not able to look at the individual items in the test and 
judge whether they reflect the course content as the course content was still 
undergoing changes during the time the interview was conducted. For example, in 
that semester, a new book was introduced for the reading skill class and some of the 
contents of all the courses had to be excluded since the semester was conducted in 6 
weeks instead of 14. This was because the research was conducted during the 
semester 3 of the academic year, which was equivalent to the summer semester in the 
American University academic calendar. Due to the short semester, the new course 
content underwent changes to suit the teaching hours as the semester progressed. 
Due to the lack of a consistent syllabus or course content and teacher's unl; uniliarity 
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with the new and changing course content, the teachers were asked to give a general 
impression of the test content. The teachers were asked to rate on a 5-point I. ikcrt 
scale the degree of agreement or disagreement as to whether the items in the skills 
El'T were representative of the competences taught in the corresponding courses 
offered. The items were analysed by the teachers in terms of the kinds of tasks and 
the level of difficulty of passages. The findings of the interviews are summarised in 
Table 7.10. 
Table 7.10: Total number of teachers in each category of agreement for contcnt 
validity 
Reading Writing Listening S wakin ý 
Strongly A grec - - - - 
Agree I 6 6 5 
Undecided I - - I 
Disagree 4 - - - 
Strongly disagree - - - - 
The results in the above table show that the writing and listening skills l: PT were 
agreed on as reflective of their corresponding courses by all of the teachers 
interviewed. I lowcver, 4 teachers disagreed that the reading EP'1' items represented its 
course content. Only one teacher agreed that the reading test represented the course 
content while one teacher was undecided. At the same time, speaking EPT was 
agreed by 5 teachers to match the speaking skill course content. The results above 
show that with the exception of the reading skill test, the writing, listening and 
speaking sub-set of the EPT were considered representative of the types of items of 
their corresponding courses. All of the teachers also commented that the skill tests 
content should match the course content. It is however considered by many of the 
teachers that the reading skill EPT did not match its course content. 
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The results of this part of study show that it is easy for teachers to agree on the degree 
of representativeness of the items for each skill test and its corresponding course. 
However, it must be stressed here that the results should not be taken strictly as 
evidence of content validity. This is because the interview with the teachers did not 
include questions on the specifications of items tested with their corresponding course 
content. For example, the teachers were not asked to point out the specific items in 
the test that represented the course syllabus and the proportions of the items that did or 
did not match. They were only asked to give a global impression of the test 
representation. The tendency to agree in the judgement of a global impression is 
higher than to make judgement on specific items. 
This methodology of using global impression of a test on its own for content validity 
is not sufficient for placement test validation. Placement tests, relatively similar to 
proficiency tests, aim to examine specific skills drawn from either a set of test 
specification or a theoretical model of language ability. This is because, as in any 
proficiency test, the information from the scores in a placement test are used to predict 
the ability to use the language or the specific skills in a particular setting. As such, 
content validation of a placement test should also include an examination of specific 
abilities measured. A more detailed comparison between test items and the criteria of 
specification should be included in the content validity process. This research had 
attempted to extend this methodology using a model of language ability. The next 
section of this chapter will discuss the feasibility of using a theoretical model of 
language ability in analysing the specific content of the reading skill EPT. 
7.2.2 Content Analysis with CLA rating 
The procedure in this part of study has been discussed in detail in Chapter 5 (sec 
section 5.3.2.2). The summary of the CLA constructs included in the ratings and 
analysis arc given in Table 7.11. 
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Table 7.11: Theoretical framework of CLA included in the instrument for 
content validation 
Grammatical Knowledge of lexis 
Organizational Competence Knowledge of morpheme 
Competence Knowledge of syntax 
Language Textual Knowledge of cohesion 
Competence Competence Knowledge of rhetoric organization 
Pragmatic Sociolinguistic Sensitivity to dialect 
Competence Competence Sensitivity to register 
Strategic competence 
Initially, the researcher intended to include all the sub-sets of the EPT in this part of 
study. However, it was not possible to do so due to some constraints. Firstly, it was 
difficult to get teachers to volunteer to become judges to rate all of the sub-tests of the 
EPT. The teachers were busy with teaching loads for the semester that it was difficult 
to get many to volunteer to do all the ratings. At the same time, the researcher was 
only at the university for a limited time in order to get teachers to participate in the 
research. As such, the only rating that could be conducted was on the reading skill 
EPT. 
Two different analyses were carried out in this part of study. The first was to analyse 
the agreement in rating when three different raters were used. The aims of this 
analysis were two fold. First was to find out the pattern of agreement or disagreement 
between raters and groups of raters in order to assess the consistency across raters. 
The second aim was to find out the pattern of agreement in relation to the eight 
constructs of the CLA that were included in this study. 
The second analysis involved assessing the relationship between the average rating of 
the CLA sub-components and the item difficulty. The first objective of this analysis 
was to determine the relationship between the constricts that were required to 
complete the tasks in the reading EPT, and the difficulty of the items. Secondly, the 
analysis was aimed at investigating if the difficulty of the items could be predicted 
from the degree of involvement of the CLA constructs that were required to complete 
the task. Lastly, the pattern of the relationship between the degree of the CLA 
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construct required and the difficulty of the items was also examined. The results of 
the analyses arc reported in the two sub-sections that follow. 
7.2.2.1 Results of rating agreement 
The raters were asked to perceive the process of how students would complete each 
task in the test. The degree of involvement of the abilities in each of the language 
component (see Table 7.11) was quantified using a rating scale. The raters were asked 
to rate each item. Details of the rating scale are discussed in Chapter 5 (see 5.3.2.2). 
The results of the ratings by the three judges are given in Appendix 7.2. The results 
show that none of the three raters could agree or perceive the same degrees of 
involvement in the abilities for all of the items. 
The summary of the agreement between raters on each item in the reading test is given 
in Table 7.12 below. The results of the agreement between raters were grouped into 
four. The first group is the agreement between rater I and 2, the second between rater 
I and 3, the third group between rater 2 and 3 and lastly the group where all three 
raters could agree on the rating of the sub-component on each item. 
Each cell in the table represents the number of components in the CLA rating 
instrument that a group of raters could agree on when they rated each item of the 
reading EPT. The minimum level of agreement would be zero, which means that the 
group of raters agreed on none of the components. On the other hand, the maximum 
agreement is 8, which means that the group had given the same rating for all 8 CLA 
components for that particular item. For instance, from the table below, it can be seen 
that for item 1 in the reading EPT, raters 1 and 2 had 5 components in the CLA 
instrument that they could agree on. On the other hand, raters 1 and rater 3 and raters 
2 and 3, agreed on more components of the CLA rating, with a total of 7 and 6 
respectively. In addition, there were only 5 components of the CLA that all three 
raters could agree on in rating item 1 of the reading EPT. 
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Table 7.12: Summary of total agreements between raters on CLA rating for 
reading EPT items 
Item 
no 
Rater I 
and Rater 
2 
Rater I 
and Rater 
3 
Rater 2 
and Rater 
3 
Rater I, 
Rater 2 
and Rater 
3 
Item 
no 
Rater I and 
Rater 2 
Rater I and 
Rater 3 
Rater 2 
and 
Ratcr3 
Rater I. 
Rater 2 
and Rater 
3 
1 5 7 6 5 26 3 4 7 3 
2 7 7 6 6 27 3 4 7 3 
3 7 7 8 7 28 3 4 7 3 
4 5 6 6 5 29 3 4 7 3 
5 6 7 7 6 30 4 5 7 4 
6 6 5 5 4 31 4 5 7 4 
7 3 4 6 3 32 3 5 6 3 
8 5 6 7 5 33 5 5 6 "1 
9 6 6 8 6 34 5 5 7 5 
10 5 5 8 5 35 5 6 7 5 
Il 5 4 7 4 36 5 5 6 "1 
12 5 4 7 4 37 4 4 8 4 
13 5 4 7 4 38 4 5 7 4 
14 4 6 6 4 39 4 5 7 "1 
15 3 5 6 3 40 4 5 7 4 
16 5 5 8 5 41 4 5 7 "1 
17 5 6 7 5 42 4 4 8 4 
18 5 6 7 5 43 4 4 8 4 
19 3 4 7 3 44 4 8 4 
20 3 4 7 3 45 4 8 4 
2I 3 4 7 3 46 4 5 7 4 
22 3 4 7 3 47 3 4 5 3 
23 3 4 7 3 48 3 4 5 3 
24 3 4 7 3 49 3 4 6 3 
25. 3 4 7 3 50 3 4 5 3 
Total number of agreements between raters 208 241 341 200 
In order to investigate the differences between the four groups of rater agreements 
above, a non-parametric Kruskal-Wallis one way analysis of variance was conducted. 
The Kruskal-Wallis analysis of variance is a non-parametric technique, which is 
appropriate when distribution of scores is not normal. It is used to determine whether 
two or more groups have similar score distributions (Schweigert, 1994). The test is 
suitable for analysing data when the response variable is categorical or ordered (Peers, 
1996 and Schweigert, 1994). This statistical analysis was chosen, as it was 
appropriate for the kind of data in this study. In this part of study, the response 
variable (ratings of the CLA constructs) was classified into three different ordered 
categories of involvement (0-not required, 1-may be involved, 2-critically involved). 
The four groups of agreement involved are between raters I and 2, raters I and 3, 
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raters 2 and 3 and raters 1,2 and 3. The results of the analysis are given below. 
The null hypothesis for Kruskal-Wallis test is that there is no difference betwcen the 
scores of the different groups, meaning that the groups have the same central 
tendencies. When the data was entered, the SPSS output automatically provides the 
Chi-square approximation (based on the degree of freedom) and the indication as to 
whether the value is significant (p_<0.05). A summary of the results is given in Table 
7.13 below. 
Table 7.13: Non-parametric Kruskal-\Vallis one way Anova for the three groups 
of raters 
Group Mean rank Chi-square Significant 
1. Rater I and 2 70.95 
2. Rater 1 and 3 99.41 105.26 . 000 
3. Rater 2 and 3 167.79 
4. Rater 1,2 and 3 63.85 
* P_<0.05 
As can be seen in Table 7.13, the value is statistically significant, thus the null 
hypothesis has to be rejected (p <_ 0.05). Therefore, we can conclude that there is 
significant difference (p <_ 0.05) between the agreements of the three groups of raters 
in rating the items in the reading skill EPT. Inspection of the total as indicated in 
Table 7.11 shows that raters 2 and 3 tend to have the highest agreement in rating the 
items according to abilities involved in completing the items in the reading test (341). 
On the other hand, group 4, which consists of agreement between the three raters, 
shows the lowest total number of agreement. This shows that it is difficult for the 
three teachers to all agree on the abilities that are involved for examinees to answer 
the 50 items in the reading EPT. 
The next analysis that was carried out was to find out the differences between the 
three raters in rating the 8 sub-components of the CLA for the 50 items in the reading 
skill EPT. The purpose was to investigate which of the sub-components of the CLA is 
the most difficult to rate. The non-parametric Kruskal-Wallis one way Anova analysis 
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was again conducted on each sub-component of the CLA rating. The results of the 
analysis arc as follows. 
Table 7.14 : Non-parametric Kruskal-Wallis one way Anova test for sub- 
component ratings by three raters 
CLA 
component 
Rater 1 Rater 2 Rater 3 Chi-square 
1. Lexis Upper median 30 17 24 6.7927 
Lower 
median 
20 33 26 
2. Morpheme Upper median 45 3 1 112.2651 
Lower 
median 
5 47 49 
3. Syntax Upper median 48 3 0 128.8770 
Lower 
median 
2 47 50 
4. Cohesion Upper median 43 1 9 56.2534 
Lower 
median 
7 37 41 
5. Rhetoric Upper median 15 0 0 33.333 
Organization Lower 
median 
35 50 50 
6. Dialect Upper median 0 0 0 N/a 
Lower 
median 
50 50 50 
7. Register Upper median 0 0 0 N/a 
Lower 
median 
50 50 50 
8. Strategic Upper median 2 12 1 16.444 
Competence Lower 
median 
48 38 49 
* PS 0.05 
The table above shows the rating differences between the three raters in rating the 
different sub-components of the CLA. The first column represents the 8 components 
in the CLA rating instniment used in this study. The second column separates the 
value above the median and below the median of the frequency of rating. The third, 
fourth and fifth columns give the frequency of rating in the upper and lower median 
by the three different raters. The last column gives the chi-square value of differences 
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where applicable. 
Rater 2 and 3 seemed to rate the involvement more in the lower median in rating lexis, 
morpheme, syntax, cohesion and rhetoric organization. There is no difference in 
rating the dialect and register components of the CLA rating instrument between the 
three raters. As seen in the rating results in Appendix 7.2, all of the raters agreed that 
none of the 50 items required or involved the ability or knowledge in dialect and 
register. 
The chi-square value indicates that at 95% confidence, the differences between the 
three raters in perceiving the degree of involvement in lexis, morphology, syntax, 
cohesion, rhetorical organization and strategic competence are significant. The 
smallest chi-square is seen in agreement of rating in knowledge of lexis while the 
highest value is in knowledge in syntax. These values indicate that the easiest 
component for the three raters to agree in the degree of involvement is knowledge of 
vocabulary. In addition, the hardest component for the raters to agree is in rating the 
degree of involvement in syntax. The chi-square analysis could not be applied in the 
rating for knowledge in dialect and register as all of the raters agree that there is no 
involvement in these abilities in order to complete all the tasks in the reading skill 
EPT. 
The results of this study that used the CLA theoretical framework for content analysis 
by three judges could be summarised as follows: 
1. There are significant differences between judges in rating the reading test items 
based on the CLA rating instrument.. 
Several reasons could have led to the significant differences between judges in rating 
the test item based on the CLA rating instrument. Firstly, it could be related to a 
metalinguistic factor. It is important that raters be able to have the same 
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metalinguistic factor. It is important that raters be able to have the same 
understanding of what each ability in the sub-components of the CLA rating means in 
order for them to give a relative weight to the degree of involvement. Despite the 
availability of the descriptor of the sub-component such as the one given in Table 
7.10, another factor that may lead to the inconsistency of rating is the familiarity of the 
scale to the raters. 
2. The most stable agreement between raters in the CLA component is the 
sociolinguistic sub-components of knowledge of dialect and sensitivity to register. 
In almost all of the ratings of knowledge of dialect and sensitivity to register, the 
ratings were given as `not required'. This means that almost none of the items 
required the knowledge of dialect and sensitivity to register as agreed by the three 
raters. The stability in the agreement could mean two things. Firstly, when an ability 
is not measured by an item, it is easiest for raters to agree that the ability is not 
required in order to complete the task in the item. Secondly, it could also mean that of 
the 8 components of the CLA, the two sub-components of the sociolinguistics 
competent are the most tangible ability for raters. It was obvious from the pattern of 
rating in this study that the first explanation is the most likely reason for the stable 
agreement pattern. In other words, it could be concluded that agreement in rating the 
sub-component of CLA is stable when the ability is not required in completing the 
task in the item. 
3. The highest disagreement in rating the language knowledge component is in rating 
the knowledge of syntax. 
4. There is least disagreement in rating the knowledge of lexis or vocabulary in the 
language knowledge sub-component. 
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7.2.2.2 Results of the analysis of the relationship between CLA rating and item 
difficulty 
The second analysis conducted on the CLA rating results was to find out the 
relationship between the degree of involvement of the CLA constructs and the item 
difficulty of the reading test. Five of the CLA constructs were used in the analysis, as 
they were the constructs judged as required in completing the tasks in the reading 
EPT. They were the knowledge of lexis, morpheme, syntax, cohesion and the 
rhetorical organisation of the text. In order to compare the ratings on the five 
constructs on each item of the reading EPT and the item difficulty, the ratings of the 
three raters across all items were averaged. The average rating on each item was used 
for the correlational and regression statistics for the specific objectives of this part of 
study. The specific objectives were: 
A. to find out the correlations between the five CLA constructs (knowledge of lcxis, 
morpheme, syntax, cohesion and rhetorical organization of the test) that were 
involved in completing the items (as perceived from rating) and the item 
difficulty, 
B. to find out if the difficulty of the items (in logit and CT item analysis) can be 
predicted from the CLA constructs' degree of involvement in completing the task, 
and 
C. to examine closely the pattern of relationship between degree of the CLA 
constructs required in completing the tasks and how difficult the items are in term 
of logit. 
In the first part of the analysis, the correlation statistics was computed. The results of 
the correlations are summarised in the table given below. 
253 
Table 7.15: Correlation results of item difficulty and constructs of CLA 
Logit Item difficulty 
Logit -. 992** 
P=. 000 
Morpheme -. 030 . 039 
p=837 p=786 
Lexis 
. 373~ " -. 356" 
P=. 008 P=. 011 
Syntax . 182 -. 170 P=. 205 P=. 237 
Cohesion -. 466** . 438** 
P=. 001 P=. 001 
Rhetorical . 160 -. 151 Organisation P=. 266 P=. 295 
N=50 
.. P<_ 0.01,2-tailed. 
. P: 5 0.05,2-tailed. 
The results in the table above show that the only significant correlations between the 
CLA constructs and item difficulty are the correlations between the difficulty (in both 
logit and ID) and the knowledge of lexis and cohesion. In contrast to the findings in 
the preliminary study that found significant correlation in only knowledge of lexis, the 
findings in this study seem to suggest that knowledge of cohesion is also significantly 
correlated with the item difficulty. The results of the relationships as seen in the 
matrix table above seem to suggest that 
the more involved the knowledge of lexis is in completing the item, the item tends 
to be more difficulty(r= 0.373, p=0.008 and r= -0.356, p=0.438 for logic difficulty 
and CT item difficulty, respectively), and 
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" the more involved the knowledge of cohesion is in completing the item, the item 
tends to be easier in both logit and ID (r--0.466, p=0.001 and r=0.438,1)=0.001. 
respectively). 
The correlation matrix in Table 7.15 also reports the correlation between the CT item 
difficulty and the Rasch statistic. The correlation indicates an almost perfect 
correlation between logit and ID (r=0.992, P< 0.01,2-tailed) even though the 
expressions of both estimates essentially differ. The two computations of item 
difficulty arc based on different methods (see c. f. Chapter 2, section 2.1.1.2.1 and 
section 2.1.2.2). That is, while CT item difficulty is based on the number of' correct 
responses, the Rasch difficulty estimate is based on the probability of correct 
responses (Hambleton et al., 1991 and McNamara, 1996). This finding is similar to 
an earlier finding in a study of comparison between the IRT and non-IRT item 
analysis statistics by Trudy, Perkins and Brutten (1994). Their study, which is the 
only other study that has compared the CT and Rasch items statistics, also found an 
almost perfect correlation between the Rasch b-value and CT item difficulty (r=- 
0.998, p< 0.0001). 
The second part of the analysis was to find out if the difficulty of the items could be 
predicted from the five constructs of the CLA. The logit of difficulty was used as the 
dependent variable. Regression was conducted and the results are given in the table 
below. 
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Table 7.16: Regression results of difficulty (logit) and the knowledge of lexis, 
morpheme, syntax, cohesion and rhetorical organisation. 
CLA Construct Beta coefficient I Significant I 'T-value 
m 
Lexis 
Syntax 
Cohesion 
Rhetorical organisation 
Morpheme 
P< 0.05,2-tailed. 
0.219 0.188 
R 
squared 
1.336 
0.671 0.110 
-0.315 
0.087 
-0.044 
0.506 
0.061 
0.589 
0.734 
0.264 
-1.920 
0.544 
-0.343 
The first column in Table 7.16 gives the five CLA constructs. The second column of 
the table gives the standard regression coefficient (which gives the magnitude of the 
contribution of each construct to the regression model). The third column provides 
the p-value for the t-test. This is followed by the column that indicates the value of 
the t-statistics. The r-squared in the last column of the table indicates the magnitude 
of variations of logit (as the dependent variable) that is explained by the five CLA 
constructs. The results in Table 7.16 indicate that the five CLA constructs explain the 
26 % variations in logit. However, even though the earlier correlation results in Table 
7.15 show that knowledge of lexis and knowledge of cohesion are significantly 
correlated with logit, the multiple linear regression results (see Table 7.16) indicate 
that none of the five constructs can significantly predict logit (at 5% level of 
significant). The regression results in Table 7.16 also indicate that cohesion is at the 
borderline (ß=-0.315, p=0.061). This therefore can mean that at 10% level of 
significant, cohesion significantly predicts logit ((3=-0.315, p< 0.1). 
A further investigation was done with regard to the pattern of the relationship between 
the degree of the CLA constructs required in completing the tasks and the logit of 
difficulty of the tasks in the reading EPT. Despite the insignificant results in the 
regression and two of the correlation analyses, it is deemed worthwhile to look closely 
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at the pattern of the relationship in the descriptive statistics for all five or the CLA 
constructs. This analysis involved illustrating the relationships in boxplots. The two 
relationships that are deemed interesting and worthwhile to discuss are the 
relationships between logit with knowledge of lexis and knowledge of cohesion. The 
boxplots of the three relationships are given below. 
Figure 7.2: Boxplot of logit and degree of knowledge of lexis required 
lexis 
The boxplot that describes the relationship between logit and knowledge of lexis 
above seems to suggest that there is a tendency for a positive correlation to occur. 
There seems to be a distinct progressive trend of increase in the knowledge of lexis 
required in completing the tasks as the difficulty of the item increases. This is 
apparent from the boxes (which represent the middle 50% of the items) and the 
median for each degree of involvement (as indicated by the dark line across each box) 
in the figure. 
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The second boxplot given below suggests an opposite directional relationship. The 
pattern of the plots indicates that there is a slight tendency for the difficulty to 
decrease as the knowledge in cohesion increases. In other words, there is a trend that 
the more knowledge of cohesion is required in completing the task the easier the item 
is. 
Figure 7.3: Boxplot of logit and the degree of knowledge of cohesion required in 
completing tasks 
cohesion 
7.2.3 Conclusion and implications for content validity study 
Before the implications of the findings in the above content validity study are 
discussed, the results from both methods are first summarised. The first part of this 
content validity study has looked at the two ways of making Judgements based on the 
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test content. In the first procedure, content analysis was based on a global impression 
of the jest content. It was discovered that there were considerable agreements among 
teachers who had to give a global impression of the test content. l-lowcvcr, results 
based solely on global impression are inadequate as evidence in a content validity 
study. It is important for test constructors to go beyond a global inspection in content 
validity because there is a need to see what the items in a test measure. This is 
especially vital in a placement test context in order to justify the score inter rotation as 
well as the decisions made, based on the test content. 
Therefore, the major shortcoming in employing this methodology is the use of course 
content as the domain of specification. As has been mentioned earlier (see section 
7.2.1, paragraph 2), the problem arises when there was inconsistency in the detailed 
course outline used for the same course, which were conducted in the different 
semesters at the institution. Situations where course outline changes may arise in 
institutions where courses undergo revisions and modifications based on needs and 
circumstance, as demonstrated in this study. At the same time, placement test content 
may not have changed, as test construction could have taken place very much earlier 
or before the semester started. In addition, in many cases, items are recycled or 
parallel versions of the test are used in the different academic years, independent of 
the curriculum and syllabus design. 
The second approach in this part of study involved the use of selective sub- 
components of Bachman's (1990) CLA theoretical framework. The finding indicated 
that the judges might not necessarily agree on what an item tests. Several reasons 
could have led to the discrepancy in agreement when the CLA rating instrument was 
used. Firstly, some items in the test are distinctively constructed to measure certain 
abilities in the reading skill test. For example, item number 3 in the test had the 
highest number of agreements in the rating by the three judges. In rating the CLA 
involvement in completing the task, the only disagreement was found in rating 
strategic competence. If the item is taken in isolation, it is distinct in its construction 
in that the ability the item was meant to measure was knowledge in vocabulary. Thus, 
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all of the judges agreed on the degree of the ability in CLA component involved in 
completing this task. 
Itcm 3. 
But would that really solve the problem or bring relieve to the many (who continue to suflcr 
in silence) because no one considers the abuse which they suffer severe enough to warrant 
their interference? 
"warrants" means 
A. justify 
B. force 
C. enlist 
D. block 
The disagreement between raters in using this instrument could also be due to the fact 
that the rating was given based on the teacher's impression on what abilities students 
were likely to use in answering the question. Their rating was not necessarily based 
on how an actual test taker would perform. In other words, this methodology of using 
CLA rating as the domain of specification is based on several assumptions. Firstly, it 
assumed that all of the students arrive at the answer to the items using the same 
process or reasoning. In other words, all of them would use their abilities as listed in 
the sub-components of the language competence the same way in order for them to 
complete each task. The second assumption in the use of the theoretical model is that 
the expert judges undergo the same process as the students in utilising the skills in the 
language competence in order to complete the tasks. In actual fact, the expert judges, 
who could consist of language teachers, linguists, test constructors or people with 
interest in language testing, do not necessarily arrive at the decision in the task 
through the same process as the students do. In addition, the same could be said about 
agreement amongst expert judges. They do not necessarily undergo the same process 
in utilising the different skills in completing the same task. Thus, this may have 
resulted in the inconsistency among raters. 
The third reason for the discrepancy could have resulted from the limitation of the 
theoretical model itself. The instrument used had isolated the different abilities in the 
CLA theoretical framework. Actual performance on test item may have involved 
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integration of abilities when dealing with some items, thus, making rating ability in 
isolation a difficult task. This could possibly be applied to both the students and 
judges. 
The results from using the CLA rating instrument also showed that there were some 
components of the CLA rating that were consistent in the rating. These are sensitivity 
to dialect and register, strategic competence and knowledge in lexis. From the list of 
stable sub-components, it could be seen that they were so because there was no 
evidence that the knowledge was utilised in completing the task. It was apparent front 
the results of the stable concepts that, apart from knowledge of lexis, many of the 
items did not have evidence that the knowledge was utilised to complete the tasks as 
judged by the raters. This implied that stable concepts of the sub-components of the 
CLA were not necessarily stable because raters could agree about the degree of 
involvelllent. However, it was so because these abilities were not perceived as 
necessary in order to complete the tasks. 
Based on the average rating to quantify the CLA constructs required to complete the 
tasks in the test, the second part of the content validity study looked at the relationship 
between the CLA constructs and the difficulty of the items. The relationship could 
indicate important conclusions, namely what can be deduced about the items in the 
tests (in relation to the constructs of the CLA required in completing the tasks) and the 
viability of using the CLA model in describing the kinds of items that make up the 
reading EPT. The results indicated that while only knowledge of lexis and cohesion 
were significantly correlated to difficulty of the items, none of the five constructs were 
significant predictors of item difficulty. However, the description of the relationships 
as illustrated in the boxplots suggest that there was a pattern of tendency for logit of 
difficulty (to increase or decrease) with the increase or decease in the degree of the 
constructs required to complete the reading tasks. Namely, difficulty tends to 
increase, as the knowledge of lexis and rhetorical organisation are more required in 
completing the tasks. In contrast, the difficulty of the item tends to decrease, as more 
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knowledge of cohesion is required. 
Several implications are worth discussing in the findings of the relationships between 
item difficulty and the degree of the CLA constructs. The first relates to the kinds of 
items that make up the reading EPT. This part of the study seemed to suggest that 
difficulty of the items is associated with the knowledge of lexis and cohesion. The 
more difficult items tend to be the items that require more knowledge of lexis . 
On 
the other hand, the direction of the relationship between item difficulty and the 
knowledge of cohesion suggested that the items that were judged to require higher 
levels of cohesion seemed to be associated with the easy items. This kind of 
information is particularly useful for item development and revision of items for 
placement test purposes. 
The second implication concerns the use of the CLA model as the domain of 
specification in a content validity or content analysis study. The significant 
correlations between difficulty and the two constructs of the CLA can be inferred as 
an indicator of the sensitivity of the model to these constructs, as opposed to the other 
constructs. In fact, it could be said that the construct of the model that was most 
sensitive when used as a tool for content analysis is the knowledge as lexis. This 
would mean that the use of the model as a domain of specification for content analysis 
should be treated cautiously due to its sensitivity to certain constructs within the 
model, and lack of sensitivity to others. 
On a more global perspective, the second procedure in this part of study (i. e. using 
teachers as raters and the CLA constructs as the domain of specification) highlights 
two fundamental questions pertaining to content validation. The first concerns 
judgmental approaches in content validation. Second is the question of the adequacy 
of an existing framework as a domain of specification for content validation 
procedures (c. f. section 7.3, Figure 7.1a and 7.1b for content validation procedures) . 
The two related issues have once been well debated on (Alderson and Lukmani, 1989; 
Weir, Hughes and Porter, 1990; Alderson, 1990a, 1990b; Wcir, 1994 ; Alderson, 1995 
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and Lumley, 1993; 1995). 
Many taxonomies, lists and hierarchies of skills have been drawn up by researchers in 
attempts to define what it means to have an ability and different levels of the ability in 
an aspect of a language (for example ability to read and the different levels of reading 
ability). The influential lists include the Bloom educational objectives taxonomy 
(1956), Munby (1978) and Bachman (1990), that have been used in constructing 
syllabus and tests of languages. However, the judgmental approaches that apply the 
different taxonomies, lists and frameworks to describe items in reading tests (for 
content validity) have found contradicting results, which at one point initiated a debate 
in the language testing literature. Many of the different taxonomies, lists and 
hierarchies of skills have been subjected to criticisms for their inadequacy to describe 
test items, i. e. for content analysis involving judges (for example, see Alderson, 1989; 
1990a; 1990b and Lumley, 1993). 
The debate was triggered by the research of Alderson and Lukmani (1989) that was 
conducted on a reading test used at Bombay University. Their study utilised the 
Bloom taxonomy, expert judges and performances of students in order to investigate 
the questions of the existence of subskills and separate levels of the skills. The study 
found that not only were the nine expert judges (consisting of teachers at the 
University of Lancaster) unable to agree on what was being tested by each itciim in the 
reading test (based on the taxonomy) but also on the level of the skill tested by each 
item. After subsequent studies that found lack of agreement among judges when the 
Munby taxonomy and Weir's (1983) test specifications were utiliscd, Alderson 
(1990a; 1990b) further asserted that it is difficult for expert judges to agree on what 
skill is operationalised by items in a test. From these studies too, Alderson (1989; 
1990a; 1990b) further suggested that utilising existing frameworks to explicitly define 
what items in a test measure has failed because 
" test-takers may arrive at the answer to the same item differently, 
" judges and test constructors' perception of what an item tests may not necessarily 
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match with what the item appears to be testing, 
" various skills may be utilised concurrently in response to an item (Alderson, 
1990b, 477). 
Alderson's (1989; 1990a; 1990b) studies contradicted others that found agreement 
between raters about the skills tested by individual test items (for example Brutten ct 
al. 1991, cited in Lumley, 1993 and Bachman et al, 1996). Therefore, Alderson has 
been subjected to criticism for his methodology (Lumley, 1993; 1995 and Weir, 
1994). For example, it has been suggested that failure to train judges may lead to the 
differences in perceptions. 
What can be learnt frorn the debate that is significant to this study and to the approach 
in content validation? First is to relate the findings in this part of study to past studies 
on content validation involving expert judgements. The findings in the past studies 
have been mixed. However, this research concurs with the earlier findings that found 
disagreement between `expert' judges in test content validation (Alderson and 
Lukmani, 1989; Alderson, 1990a, 1990b). On the other hand, a similar study that 
utilises the components of the communicative language ability (CLA Model by 
Bachman, 1990) for a content analysis of the reading comprehension papers of the 
UCLES' FCE examinations has found a level of agreement between their five raters. 
Secondly, what can be gathered from the past studies and the findings in this part of 
the study that are relevant to content validation studies? All these suggest that in 
order to establish a sound approach in content validation, two aspects need to be 
critically considered: 
1. the taxonomy or framework used may fail as an adequate domain of specification 
2. the judgemental approach may fail to contribute the necessary pieces of 
information in content validation. 
Therefore, careful consideration has to be taken in order to improve the two aspects 
above for more reliable and valid results of content validation studies. Past studies 
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and debates on these issues, for example, have suggested that careful development of 
adequate specifications, and inmprovenmctits in methodology can strengthen content 
validation results. The latter includes training of judges (raters), considering using 
introspective judgemental approach by test takers, improving the efficiency of the 
domain of specifications and/or rating scales (Weir, 1994; Bachman et al. 1995; 
Lumley, 1993,1995). A further discussion on the efficiency of a content validation 
approach is in Chapter 8 (c. f. section 8.2.4). 
7.3 Analysis of cut off scores 
The third validation evidence gathered from the EPT involved the analysis of the cut- 
off score (see Chapter 3, section 3.3.1.3 for elaboration of cut-off score). In this study, 
the cut-off score in the Core EPT (Part 1) was used as the instrument. The Part 1 or 
Core EPT at the matriculation centre had the objective of sorting students into 
beginner, lower intermediate and upper intermediate levels. This part of study 
investigated the validity of the cut-off score of the EPT Core that segregates the 
students in the upper intermediate and the lower intermediate levels. The cut-off score 
for the Core EPT was focused on, as the implication on the students based on the 
observed scores was major. The results of the Core EPT was used to segregate 
between the students who were deemed competent to register for some of their 
requirement courses concurrently with taking the language courses, and those who 
were not equipped with the necessary skills to cope. As explained in Chapter 1, a cut- 
off score of 50 was used to decide that students who were deemed well equipped with 
the necessary skills to cope with in academic courses whilst attending language 
courses. On the other hand, those who scored below the cut-off point had to attend 
language support classes full time before they could proceed in their requirement and 
academic courses. The subsequent sub-sections will briefly summarise the Core EPT 
test, the methodology that was used to determine the validity of the cut-off score and 
followed by the sub-section that discusses the findings of this small study. For the 
purpose of discussion, the teen 'masters' and 'non-masters' will be used to refer to 
students who scored beyond the cut-off score in the Core EPT and the students who 
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scored below, respectively. 
7.3.1 Description of Core CPT 
The Core EPT was given to all students as they entered the matriculation centre. A 
total of 2100 students took the test in June 1997. The core test was a two-hour test, 
which consisted of a paragraph writing, multiple choice cloze passages, multiple 
choice error identification and reading comprehension passages (cloze and multiple 
choice). Appendix 7.3 provides a sample of the Core EPT. The total mark for the test 
was 100. A cut-off point at 50 was set- by teachers in the testing team (by consensus). 
This cut-off point was used to distinguish between the students who were in the lower 
intermediate and upper intermediate levels. The implication of the threshold level 
above 50 was that students in the upper intermediate level were considered to have 
mastered the necessary skills to attend some hours of academic courses. On the other 
hand, the lower intermediate students were considered not to be well equipped with 
the necessary linguistic skills to attend any of the courses in their academic fields. As 
such, the non-mastery students had to attend core competence language support 
classes before they could proceed to attend their respective academic courses. 
The population of students who took the Core CPT consisted of students from the 
various academic programmes. The number of students in each programme is given 
in the table below and the proportion who scored above the threshold level (scores 
beyond 50) in the test in each academic programme are included. 
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Table 7.17: Breakdown of Core EPT test takers (1997/98) and proportion scored 
beyond cut-off score by programmes 
Programme Total Core EPT test taker in 
programme 
Proportion scored beyond 
cut-off point 
1. Economics 480 188 (39%) 
2. I luman Science 442 137 (31' o) 
3. Laws 374 117 (31%) 
4. Islamic Revealed Knowledge 299 32 (11 %) 
5. Engineering 185 107 (58%) 
6. Bachelor of Arabic 121 23 (19"x) 
7. Bachelor of English 83 76 (92%) 
8. Medicine 69 50 (72", b) 
9. Architecture 51 28 (55%) 
TOTAL 2104 758 (36%) 
As can be seen in Table 7.17 above, students in the Bachelor of English programme 
were mostly classified as competent by the Core EPT results. They are followed by 
the Medical, Engineering and Architecture programmes. This is an expected result as 
the stipulated language requirements for entry for these four programmes were higher 
from the other programmes. This is due to the fact these programmes arc deemed to 
require a higher level of competency in the language amongst the students in order to 
cope with the linguistic demands of the courses. For example, the Medical and 
Engineering programmes would require high linguistic knowledge, as they arc both 
technical and scientific fields. On the other hand, low percentages can be seen in the 
Islamic Revealed Knowledge and Bachelor of Arabic programmes. This indicates that 
the proportion of students in these two programmes who scored lower than the cut-off 
point was higher. This was due to the fact that these students were admitted to the 
university on a lower merit in English language proficiency results 
The implication of `mastery' and `non-mastery' students based on the Corc EPT is 
considerably important. It not only determined the number of semesters that each 
student had to spend on language support courses. In addition, it was also used as a 
basis to decide whether the students could or could not cope with the linguistic 
demand in order to attend their respective academic courses once they enter the 
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matriculation centre. This study attempted to validate the cut-off score of the core 
CPT through a methodology described below. The implications of the findings will 
be dealt with after the discussions of the results. 
7.3.2 Method of analysing the validity of Core CPT cut-off score 
This section will briefly describe the methodology that was used to determine the 
validity of the cut-off score used in the Core EPT to separate the `masters' from the 
`non-masters'. The purpose of this part of study is to look into the methodology that 
is used to serve the purpose of validating a cut-off score. The method involved taking 
samples of students from both groups (mastery and non-mastery level) and comparing 
their results on a different test. Since students in the mastery group proceeded to take 
the skill EPT in order to be placed in or exempted from the specific language skills 
classes, samples from the non-mastery group would be expected to perform distinctly 
lower if they were given the same test. Based on this assumption, a sample of 
students from the non-mastery group was given the same skill test and comparison of 
their results was made. 
One hundred students who scored between 31 to 50 points in the Core EPT were 
randomly chosen from the non-mastery group to participate in this study. Since these 
samples were requested to participate in the research, attendance for the tests was very 
low. Only the results of the reading skill EPT could be used for this study as the 
number of participants for the other sub-skills EPT were relatively low. The test items 
in the reading skill EPT were dichotomously scored and the markers of the test papers 
were not told of the level of the students. 
The number of students who participated in this part of study was 41 students. These 
students were taken as a sample for the non-mastery group. They also attended the 
reading test together with the mastery group. It was possible that willingness to 
participate in the test might affect the performance of the students. Since time was 
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limited in ensuring that there would be sufficient number of volunteers (front the non- 
mastery group), the most feasible way was to request on a personal basis (after 
randomly select students, the researcher approached them to participate in the skill 
EPT) rather than to make an open request. It was necessary to ensure that the sample 
took the skill EPT together with the mastery group, therefore the researcher had only 
one day (between Core EPT results reading EPT session) to gather the participants. 
The results of these students were then compared to students in the mastery group 
who scored between 51 to 75 in the Core EPT. A total of 52 students were randomly 
chosen from this group. In an ideal situation, the error range based on the reliability 
estimate should determine the range of scores. However, as explained in Chapter 5 
(see section 5.3.3.1), the unavailability of the reliability estimate led the researcher to 
the assumption that that the closer the students scores are to the cut-off point, the 
bigger the tendency for misclassification. Thus, the range of Core Eli' results on both 
samples were taken as such based on an assumption that there was a tendency of 
misclassification of students within these range of observed score in the Core EPT, i. e. 
between the range of 31 to 75 in the Core EPT. The section that follows will discuss 
the findings of this study. The discussion of results that will follow this study will 
focus on the study of cut-off scores based on the reading skill EPT. 
7.3.3 Results of the cut-off score analysis 
The results of the two groups in the reading skill EPT are given in Table 7.18 below. 
The results show that there is a difference between the minimum and maximum score 
in the reading skill EPT between the competent and incompetent groups. As expected 
the competent group's minimum and maximum scores in the reading skill EPT are 
higher than the incompetent group. The mean difference between the two groups of 
students was also large, which is 8.91. 
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Table 7.18: Results of reading skill EPT between the `mastery' and `non- 
mastery' groups 
Group Number in 
sample (n) 
Minimum 
score 
Maxiani 
in score 
Mean Standard error 
1. Non-maste 41 11 31 18.49 . 727 
2. Mastery 52 13 42 27.40 1.041 
A T-test for comparability study between the non-mastery and the mastery groups was 
performed to find out if the difference in the results of the two groups was significant. 
The results can be summarised as follows. 
t-value df 2 tail significant Standard error of differences 
7.02 91 . 000 1.270 
P__<0.05, two tailed. 
It can be seen that there is a significant difference in the means of the two groups. 
This shows that the two groups had performed significantly differently when they took 
the reading sub-set of the EPT. The results show that the cut off point used did 
differentiate between the two groups. However, it is necessary to make a comparison 
of students in the range of 10 points below the cut-off point and 10 points beyond the 
cut off point was done. The same students were narrowed down by taking students 
from both groups who scored within this range (40-60). To test the hypothesis that 
the two groups will not get equal scores in the reading test, a t-test for independent 
samples was conducted. The results of the t-test are given in Table 7.19. 
Table 7.19: T-test of mastery and non-mastery groups within the range of 10 points 
around the cut-off score for Core CPT 
Group N Mean SD T df Mean 
difference 
P 
value 
Mastery 21 22.33 5.151 1.89 47 2.72 0.65 
Non-mastery 28 19.61 4.894 
The t-test for independent sample of the two groups above clearly shows that there is 
no significant difference between the two groups. This suggests that there was no 
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significant difference in performance between students that had been classified as 
non-mastery and mastery level. That is, even though the former group was classified 
in a lower level, their performance in the higher level reading test was not 
significantly different from the latter group. Therefore, this suggests that the non- 
mastery students could be equally equipped with the necessary reading skills with 
those in the mastery group. 
7.3.4 Implication of results on cut-off scores 
Since cut-off score is the point used to classify students, it is crucial to investigate the 
errors that may have occurred in the utility of the cut-off score. The error could be 
associated with the cut-off score as well as the decision based on the observed score 
(Berk, 1986: 138). According to Berk, while error in the cut-off score is related to the 
measurement error, the latter is related to classification error. In the case where an 
incorrect decision is made based on the scores, the two forms of error are identified, 
which are false negatives and false positives: The former refers to those who are 
mistakenly classified as `non-masters' in the necessary skills when they are actually 
competent, while the latter refers to those who are actually incompetent but are 
wrongly classified as competent in the language. 
The severity of errors in both cases may vary according to the context of the 
institution. However, in the case of the Core EPT study, the type of error that is more 
severe is the false positives. Due to the fact that false positive students will have to 
enrol themselves in their academic and language support course concurrently, these 
students' performance in the academic bearing courses may have been affected due to 
their inadequate language skills. On the other hand, the implication of false negatives 
is that they have to attend language support courses full time, before they are allowed 
to enrol in their academic courses the following semester. 
The importance in gathering evidence for errors due to cut-off scores is demonstrated 
271 
from the study above. When there is evidence of misclassification, the institution may 
need to decide to either lower the cut-off score or make it higher. In this part of study, 
lowering the cut-off score would mean allowing more students to take their acadcmic 
courses. In this case, this could mean allowing more weak students to cuter the 
academic courses. On the other hand, adjusting the cut-off point higher than the 
existing threshold level would mean allowing fewer students to take the academic 
programmes. This in turn may at the same time deprive some of the able student from 
starting to take the academic courses. 
In the case of the HUM, the implication of adjusting the cut-off score of the Core EPT 
can be looked at from how the institution will cope with the consequential basis of 
adjusting the existing cut-off score. If the cut-off score is made lower, then many of 
the students will pass the Core EPT. Consequently, this will enable the students to 
proceed to take the EPT sub-sets and be placed in the different skill classes whilst 
attending their academic courses. Since the skill classes run concurrently with the 
academic courses, it is often that students have the choice of staggering the classes in 
different semesters throughout the 2-year study at the matriculation centre, depending 
on the schedule and workload of their academic courses each semester. As such, there 
may be fewer skill classes that run each semester. Besides that, the skill classes are 
run fewer hours a week. Thus, this will again mean that there are fewer hours of the 
skill classes to man in each semester. All the mentioned factors will result in the 
possibility of relieving the language department and institution from a few 
administrative constraints. They could mean that it would lessen the burden of heavy 
loads of classes to the teaching staff and the institution from a shortage of teaching 
staff when more classes have to be manned in the affected semester. 
On the other hand, if the cut-off score is set higher, there will be more students in the 
lower levels language classes. This means that there will be more language classes to 
manage by the language department. This is due to the fact that there would be more 
classes in the lower intermediate level and that these language courses are compulsory 
to be attended by students in the semester the EPT takes place. In addition, these 
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courses are run more hours a week than the higher level classes. The immediate 
consequent of this is heavy teaching loads to the teachers at the beginning of the 
academic year. Based on the two possible consequences of adjusting the cut-off 
scores mentioned above, it would be more practical for the institution to cope with the 
error based on adjusting the cut-off score higher. 
The other perspective of the utility of the cut-off score that was not directly 
investigated in this study was the ethical consequences. This concerns the use of the 
same threshold level for both students from the Arabic medium programmes and the 
English medium programmes. There was no distinction made between the cut-off 
scores of the two different groups. In other words, it was assumed that students in the 
two groups equally needed the same level of proficiency in the language despite the 
fact that the Arabic medium programmes would be taking less courses conducted in 
English. Further research could be done to investigate whether the threshold level for 
both groups is justified in this circumstance. If it is proven otherwise, then the 
students in the Arabic medium programmes could have been considered having been 
deprived of taking their academic courses when the threshold levels are set the same 
for both groups. 
The methodology of using contrasting groups is not used in many studies for cut-off 
score. This small study has been able to identify the suspicion of misclassification. 
However, it was not clear in the finding as to where the areas around the cut-off score 
the danger of misclassification was most critical. The methodology used in this part 
of study was also limited in a number of respects. The first concerns the instrument. 
In this study, only reading skill was used to measure the contrast of performance 
between the masters and non-masters group. There could be a possibility that the skill 
tested could have been a factor to the difference or similarity in performance between 
the two contrasting groups. Secondly, the range of scores from which the samples 
were chosen was not based on the error range from the reliability estimates. 
Availability of the error estimate could have helped to estimate the range of scores 
around the cut-off point where the students could be more at risk from 
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misclassification. 
There were a few logistical constraints in conducting this part of study. The major 
problem is the availability of an adequate sample to volunteer in taking another test. It 
was apparent in the process of gathering the data that students were not very keen on 
taking the Part 2 of the EPT when they were already told that they did not pass Part I 
of the EPT. The constraint is also due to the fact that the tests should be done in the 
`natural' environment. This means that the samples were asked to take the test during 
the time when the EPT was conducted and not after to avoid factors like time lapse 
and teacher's bias in marking the test. In conclusion, it could be said that running this 
study in a bigger scale would entail careful preparations and most importantly co- 
operation from both the students and teachers in the institution concered. 
7.4 Validity of parallel forms of test 
This section will discuss the results for another study that relates to another evidence 
for supporting the validity of the EPT. It will relate the findings based on evidence 
gathered to prove that the standard of the tests across the years is maintained. This is 
relevant to the situation when the different versions of the placement tests are used 
and are claimed to be parallel. In addition, it applies to the circumstance when it is 
claimed that the consequential basis of the results is also consistent over the parallel 
forms. In a setting like at the International Islamic University, Malaysia where 
students are taken in each year and different versions of the EPT are administered to 
each year's intake, it is important to ensure that standards of the test have remained 
consistent. If there is evidence that such inconsistency exists, then the validity of the 
EPT as a whole is questionable. As such, the next study that was undertaken was to 
investigate the validity of the parallel form of the EPT test conducted at the university. 
The need for evidence for validity of parallel forms can be seen as related to two 
aspects. Firstly, it is related to the question of maintaining standard of the test 
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conducted in an institution and secondly on the fairness to the students. Although 
both criteria are interrelated, both can be distinguished. Maintaining standards refer to 
the fact that the test forms used in the different years are of equal quality or difficulty. 
In addition, it also means that similar cut-off scores are used as the threshold levels for 
the different forms of the tests. For example, if standards of the parallel forms are 
maintained across the years, a student who took a placement test in 1996 would be in 
the same level if lie were to take the EPT in the year after (assuming that no learning 
or attrition had taken place). 
On the other hand, fairness concerns students or test takers of the different years. 
Regardless of the version of the test that the students take, the students' ability is 
being assessed on a consistent standard. This is only proven when students perform 
equally well or equally badly on both versions of the test. For example, if a student 
were to take a language placement test of the 1996 version, his results would be the 
same if he were to take the language placement test used in the year before. 
Consequently, he will be placed in the same level of language course despite which 
version of the placement that was taken. If it were not the case, then it would not have 
been fair on students who took the test in the different years. These two criteria of 
validity evidence are used are crucial in an institution that uses different versions of 
placement tests and the same criteria of cut-off scores across the different years. 
The purpose of this study is to investigate the methodology used as a tool for 
gathering such evidence in the validity study. This section will discuss the 
methodology and the results found from the study, and will further discuss the 
importance and feasibility of the methodology used. The methodology used is a 
correlational analysis where results of presumed parallel forms are taken as evidence. 
The assumption of this methodology is that if there are consistent scores on two 
versions of the test by the same student, the two forms are parallel in form, and thus 
basis of decision on the different versions are also fair on the students. Another 
assumption of the methodology is that other contributing factors, such as time lapse 
between taking the tests, which may affect the difference in scores in the two versions, 
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are made minimal. 
For the purpose of this study, the reading EPT was again taken as a sample of the EPT 
test in order to investigate tlle evidence of parallel forms. In the initial stage, the 
researcher had wanted to include all of the skill tests in the EPT. I-lowcvcr, due to 
very poor turn up amongst students who volunteered to take the test within the two- 
week gap, only the reading test data could be used. 
The first step in the analysis was to investigate the content and specifications of the 
two tests. This was done to make sure that the objectives and format of the tests were 
maintained constant. The next step was to analyse the students' results. A total of 37 
students participated in the study. They consisted of the group of students (picked at 
random to take both versions of the tests) who had initially taken the reading EPT of 
the 1997 version during the orientation week. To minimise the factor of time lapse 
between the two tests, the students were asked to sit for the previous year's version of 
the reading EPT within a week after the first reading EPT. The students taken as 
samples consisted of samples from differing programmes, which included students in 
the Law, Islamic Revealed Knowledge and Human Science programmes. 
7.4.1 Results and discussions of the parallel form study 
The first analysis done was to investigate the objective and format of the test. Both 
versions of the reading EPT (1996 and 1997 versions) were based on the same 
objectives set by the departmental authority. These objectives were meant to identify 
the ability in reading for: 
1. general and specific information, 
2. extracting various information in forms of charts and graphs etc. and 
3. meaning of vocabulary in context. 
Both versions consisted of 50 items and were in the same variety of item formats. 
These formats were multiple-choice questions, open-ended questions, filling in 
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information and true/false statements based on three reading texts. The performances 
of the sank students on the two versions are given in the table below. The mean of 
raw scores on both tests were computed and compared. The mean for the 1996 
version of the reading skill EPT was 26.76 while the mean of the 1997 version was 
25. 
Table 7.20: Results of reading skill EPT of different years by the same sample 
students 
Version Minimum Maximum Mean N Mean 
difference 
96 17 38 26.76 37 1.76 
97 13 37 25 
It can be seen from the results that there is a decrease in mean between the results of 
the 96 and 97 versions (M=1.7568, SD= 5.510) of the reading Eli'. To further 
analyse whether the students' results on the two versions were of any significant 
difference, a t-test for paired samples was performed. The results showed that the 
difference between the two results were not significant. Details of the statistics are 
given in Table 7.21 below. 
Table 7.21: T-test results of different versions of reading EPT 
t-value df SD 2-tail significant 
1.94 36 5.510 0.60 
P50.05, two tailed 
The difference between the two forms of the reading skill EPT is not statistically 
significant (P <_ 0.05, two tailed). This means that there was no significance 
difference between the performances of the students in the first form as compared to 
the second. However it is not sufficient at this point to claim that the reason for the 
insignificant difference between the results was because the two forms of the tests 
were not parallel. 
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In addition to investigating the difference in the mean of the scores in the two forms, it 
is more important to find out how much overlap the two tests have in the variance. 
The results of the correlation showed that there was only 26.6% of overlap between 
the variance of both tests (r=0.516, P=0.01). In other words, there is only 26% of one 
version of the reading skill test that was measured by the other version. 
Even though the results above show that the difference in means was not significant, 
this does not mean that the consequence on the students based on the two results is not 
significant too. Thus, it was deemed necessary to find out if the students would be 
placed differently in the levels based on the different versions. This was clone by 
looking at the impact of each reading EPT version on the individual student. Table 
7.22 is given below to illustrate the findings. 
Table 7.22: Consequential results of parallel forms of reading CPT 
Consequence of taking the 96 and 97 versions of reading EPT Number of students 
affected 
A) Upper intermediate in version 96 and 97 11 
B) Advanced level in version 96 and 97 15 
C) Upper intermediate in 96 and Advanced level in 97 8 
D) Advanced level in version 96 and Upper Intermediate in 3 
version 97 
The table above indicates that based on the findings, it was discovered that there were 
four possibilities from the outcome of taking the different versions of the same skill 
test. The first column indicates the different outcomes from taking the different forms 
while the second column gives the number of students that fell in this category. The 
results above show that there was a possibility of students being affected by the 
different forms taken. Those affected could either be placed in a lower level in one 
form and higher in the other and vice versa. The results above were later translated in 
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the figure below. 
Figure 7.4: Consequential outcome of parallel forms of reading skill EPT 96 and 
97 versions 
Reading EPT 1996 version Upper Intermediate 
Advanced 
Reading EPT 1997 Version 
Upper lntcrmcdiatc Advancccl 
A (n= 11) 13 (n=3) 
C (11=8) C (n=15) 
The figure can be translated that while 26 students were not affected by the different 
forms taken (A + C), there were II students (B + C) who would have been placed in 
the different level based on the forms taken. In other words, 70% of the sample was 
not affected while 30% was. The implication for the students in the second group is 
important. This would entail the levels they would be placed at, the number of hours 
spent on language support classes and the semester they could attend their academic 
bearing courses in the different programmes. 
Another way to substantiate the evidence for validity of the parallel forms was also 
investigated. The next step was to use a more stable and powerful statistical analysis. 
The analysis is extended to look at the range of difficulty of the items in each version 
of the reading test. The measure of difficulty of items using logits based on latent trait 
theory was used to compare the range of the two versions. Latent trait measures of 
item difficulty are proven by many studies, such as Henning (1984), to be sample 
independent and more stable than the classical analyses. Results of the item analyses 
on both forms were compared. 
The first comparison was made in the range of the difficulty of items in the two forms. 
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The range of difficulty in logits in the 1996 version of the reading skill test was from 
logit 2.8 to logit -3.2; the most difficult to the easiest. On the other hand, the logic of 
difficulty of the 1997 version of the reading test indicated that the difficulty range was 
from logit 2.4 to -3.0 from the most difficult to the easiest. 
The next investigation was done at the cut-off point of the two tests, which was 
stipulated at a raw score of 25 to 26 in both versions. A difference was found in 
reporting the scores of students within this range for the different forms. While the 
ability measure for the 96 version (at the cut-off score) ranged between 0.33 and 0.59, 
the range of ability for the same raw score in the 97 version was between 0.03 and 
0.23. 
7.4.2 Implications of results on parallel forms 
The results of the comparative study of two forms of the reading EPT show that even 
though the results of the students may not seem different, the correlation of the paired 
results shows that the shared variance of the two forms are only 26.6%. It could be 
concluded that there was only a small percentage of overlap between the two forms of 
the reading tests. This suggests that there was a very low degree of communality 
between what the two tests measured. 
The claim for parallel forms should be looked at beyond the statistical evidence of 
correlation. This study on the parallel forms has demonstrated that the impact on 
individuals varied according to the form of the same skill test taken. The results 
showed that 30% of the students were subjected to the inconsistent results when the 
individuals' scores were compared across forms. These students could have either 
been in the lower or higher level, depending on the form on the test that was taken. 
Latent trait analyses of item difficulty and person ability could be used to complement 
the results based on the classical method of correlational study for parallel forms. As 
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in the example given above, even though the t-test results were not statistically 
different, and the range of items in terms of difficulty for both forms were 
considerably similar, the disparity of person ability in reporting the raw score for both 
the forms was marked. 
The strength of this methodology is that it has gone beyond looking at only the 
correlation of the tests. What is more important to gather from this kind of study is to 
look at the impact of the different forms on students. This is so, as social and ethical 
consequences are crucial facets in the investigation of placement test validity. 
7.5 Results of predictive validity 
The results of the predictive validity study are divided into two parts. The first is to 
find out the relationship between background variables and EPT scores (as the 
predictor variable of academic success). The second is to investigate the relationship 
between the predictor variables (EPT scores language use and attitude towards 
English language) and academic success. These will be discussed in the two separate 
sub-sections that follow. 
7.5.1 Relationship between students' background and CPT 
The first analysis is to investigate the relationship between the EPT scores according 
to gender. To test the hypothesis that the male and female will not get equal scores in 
EPT, a two-sample t-test is used. This is the test, which is appropriate for comparing 
the mean difference of a continuous variable between the two independent groups. In 
this data set, male and female are the independent variables and EPT scores constitute 
the continuous dependent variable. A check on the normality assumption was 
conducted to ensure that the data fulfil the assumption that each set of observation is 
sampled from a population with a normal distribution, and that tile variance of the two 
populations are the same (Altman, 1992, p. 192). The standard deviations of the two 
281 
groups were 10.79 for male and 10.05 for female. Thus, the homogeneity assumption 
(equal variance) of the two sample t-test is also fulfilled by the data. The test results 
are presented in Table 7.23. The first and second column in the table describe the 
mean EPT scores for male and female respectively. The third column denotes the 
value of the t-statistic followed by the column that gives the degrees of Freedom. The 
final column presents the 2-way p-value for the two-sample t-test. The results of 
Table 7.23 clearly show that there is no significant difference in EPT scores according 
to gender. 
Table 7.23 Two sample t-test results of testing the gender effect on core El'T 
scores 
Mean for male Mean for female T df 2-way j)-value 
42.18 44.51 1.22 126 0.23 
The second analysis is to investigate the relationship between programme of studies 
and EPT scores. A one-way analysis of variance (ANOVA) was conducted. ANOVA 
is a parametric test to compare the mean differences among more than two groups for 
a continuous variable. In this case, the EPT score is a continuous random variable and 
the program of study is a categorical variable, which has 9 categories (groups). As the 
ANOVA is also a parametric test, the normality assumption has to be fulfilled in each 
group. However, it is robust against the normality assumption. The results of the 
ANOVA are presented in Table 7.24. The first column indicates the source of 
variation. The second column shows the degrees of freedom and the third column 
presents the F-value. The final column gives the p-value. 
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Table 7.24: Results of One way ANOVA for the programme effect on El"I' score 
Source of df Mean F6,121 Sig. 
variation square 
Between 6 515.88 5.97 < 0.001 
groups 
Within 121 86.48 
groups 
The results in Table 7.24 indicate that the EPT scores vary significantly according to 
the program of study at the 5% level of significance. In order to identify the subjects, 
who have significantly different EPT scores as compared to the other programmes, 
Scheffe's post hoc analysis was used. The post hoc analysis shows that the Bachelor 
of English students had significantly higher EPT scores compared to those who 
studied Economics, Bachelor of Arabic, Human Sciences and Islamic Revealed 
Knowledge. This conclusion can be seen from the Figure 7.6 as well. An explanation 
for this result is that as the students were studying for a degree in English language 
studies, they would be expected to have a higher command of the language than those 
in the social sciences and humanities. It has been mentioned earlier (c. f. Chapter 1, 
section 1.1.3) that the HUM stipulated higher language requirement for the Bachelor 
of English than the other programmes in humanities. Therefore, the above result 
reveals that the level of proficiency of students in this programme is not only higher 
than the Arabic medium programmes of study (Bachelor of Arabic. and Islamic 
Revealed Knowledge), but also higher than the level of proficiency of students in the 
Economics and Human sciences programmes. 
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Figure 7.5: Clustered bar chart for the differences in EPT score according to 
gender and programmes of study 
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7.5.2 Relationship between predictor variables and criterion variables 
The second part of this study is to investigate the relationship between the predictor 
variables (EPT scores, hours of English language support courses, language use and 
attitude toward the English language) and the criterion variables (CGPA and FKM). 
These variables are chosen to represent the level of English proficiency of the students 
(Core EPT scores), language interventions (language tuition) and non-cognitive 
(language use and attitude) language factors. The descriptive statistics of the predictor 
variables are given in the table below. 
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Table 7.25: Descriptive statistics for predictor variables 
Variables N Mean Range Variance Reliability 
coefficient 
1. Language use 128 31.66 30 46.10 0.86 
2. Attitude 128 12.02 11 3.1 0.38 
3. EN' 128 43.69 56 106.77 SD = 10.33 
4. Language tuition 128 31.72 64 161.46 SD = 12.70 
As the purpose of the placement procedure in the HUM context is to ensure that 
academic success is the factor that primarily determines academic success, it is 
necessary to find out the relationship between language tuition intervention and 
academic success. In addition, as other studies have suggested, other non-cognitive 
language factors may have effect on academic success (Light et al, 1987; Vinke and 
Jochems, 1993 and Abdullah, 1998). Therefore, this study has chosen to find out if 
language usage and attitude towards English language have any effect on academic 
success. 
First, it is necessary to see the relationship of all the variables before the other 
statistical analyses could be conducted. To see the relationship among the predictor 
and criterion variables, Pearson's bivariatc correlation coefficients arc calculated. 
Pearson correlation coefficient is valid for the continuous variables in this part of 
study. The results are presented in Table 7.26 below. 
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Table 7.26: Pearson's correlation coefficients among the stud, variables 
Language 
proficient 
Language 
tuition 
Attitude Usage CGPA 
Language 
tuition 
-. 51.. 
Attitude 
. 32" -. 11 
Language 
Use 
. 39** -. 39 . 22' 
CGPA . 03 . 12 . 22* -. 18 
FK111 . 17 . 02 . 04 -. 06 . 36" 
. *P<. os, ** r<. oi 
Table 7.26 shows that two criterion variables are positively and significantly 
correlated. That is, FKM is significantly correlated with CGPA, therefore suggests 
that the higher the students score in FKM, the higher their CGPA. This is consistent 
with the expectation as CGPA consists of grades of all courses (which include FKM) 
that are taken throughout the one-year of study at the matriculation centre. 
The table also indicates that English language proficiency is positively and 
significantly correlated with two of the criterion variables. Both the non-cognitive 
variables (language usage and attitude) are positively correlated with language 
proficiency at the 5% level of significant (r= 0.39 and r= 0.32 respectively). This 
means that students with high level of English tend to use English more. Similarly, 
higher language proficiency tends to go together with a more positive attitude towards 
English. On the other hand, language proficiency and language tuition are negatively 
and significantly correlated (r= -0.51, p<. 0.01). This is not surprising as those who 
scored lower in the EPT were placed at a lower level of English, and therefore were 
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subjected to more hours of English language teaching. 
Language tuition is negatively and significantly correlated with language usage (r 
0.39, p <. 01), which means that those who had more hours of English language tuition 
tend to use English less. This can be explained in that the students with more hours of 
English tuition are those whose proficiency in the language were lower. Since the 
questionnaire for language use comprise of items that required students to specify the 
frequency of using English in both academic and non-academic contexts, it may imply 
that because of their level of English, the students tend to use the language in the 
different contexts less. 
Language use and attitude towards English is also significantly correlated (r= 0.22, p< 
0.01). This implies that higher language use tends to go along with a more positive 
attitude towards English. Even though this may naturally be expected, the relationship 
between the two is not strong (r squared= 4%). 
The more important correlations to highlight from the table above are those between 
the criteria variables (academic success) and the predictor variables. As Table 7.26 
indicates, only attitude towards English is significantly correlated with CGPA (r= 0.22 
p<. 0.05). This implies that with the exception of attitude towards English, academic 
success is not related to any of the other variables, neither language proficiency, nor 
language tuition, nor language use. It was also surprising to see that FKM is not 
significantly correlated with any of the predictor variables. This means that success in 
the academic course is not related to any factor that relates to language. Not even 
language proficiency and language tuition seem to have any relationship with how 
well the students do in the FKM course. 
As Table 7.26 indicates the correlation between CGPA and attitude towards English is 
significant (r= 0.22, p<0.05), which indicates that a more positive attitude is 
associated with higher academic success. However, it is not clear in what way attitude 
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and academic success are interrelated for the students in the different language 
proficiency levels. Partial correlations estimation is a statistical means that examine a 
linear relationship between two variables when a value of at least one other variable is 
made constant (Clarke-Carter, 1997). This enables us to see the net relationship of 
attitude and academic success when the effect of language proficiency and language 
tuition is controlled (or made constant). In other words, it is possible to investigate 
the net relationship between attitude towards English and CGPA if all the same 
students have the same language proficiency and language tuition. It was found that 
the partial correlation coefficient is also significant at the 5% level of' significant 
(r=0.20, p=. 026). This implies that when the effects of students' language proficiency 
and language tuition are partialled out, the relationship between academic success and 
attitude is still significant, even though the strength of the relationship is lower 
(r=0.22 and r=0.20). This suggests that if the students were of the same language 
ability and are given the same number of hours in English language tuition, students 
with a more positive attitude towards English tend to do better academically. 
Another correlation to highlight from Table 7.26 is that the students who had lower 
proficiency level in English (i. e. lower EPT scores) had been given more hours of 
English tuition. Therefore, it is logical to look at the relationship between the 
predictor variables and criterion variables by eliminating the effects of language 
proficiency and language tuition. However, more significant in the context of this 
study is to find out that 
" if English language tuition is made constant (i. e. all the students are given the 
same number of language tuition irrespective of their language proficiency at the 
beginning of the their study), what will be the relationship between language 
proficiency and academic success? 
Therefore, partial correlation estimations of both the language proficiency and 
language tuition are conducted. A summary of the partial correlations is given in 
Table 7.27 below. The partial correlation coefficient between language proficiency 
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and FKM, after eliminating the effect of English tuition is r= 0.19, which is significant 
at the 5% level of significance (p=. 04). I lowever, the partial correlation cociheicnt 
between EPT and CGPA (r= 0.08) eliminating the effect of English hours is not 
significant at the 5% level of significance (p=. 42). This means that if language 
intervention through tuition is the same (i. e. same number of hours of language 
tuitions for all the students despite their language ability), students with higher 
language proficiency at the beginning of the study tend to achieve higher grades in the 
matriculation English-medium course but not in their overall academic success. On 
the other hand, the partial correlation coefficient between English tuition and FKM as 
well as between English tuition and CGPA after eliminating the effect of language 
proficiency is not significant at the 5% level of significance. 
Table 7.27: Partial correlations between language factors and academic success 
Relationship Controlled variable r p 
Language proficiency and CGPA Language tuition 0.08 0.42 
Language proficiency and FKM Language tuition 0.19 0.04 
Language tuition and CGPA Language proficiency 0.14 0.15 
Language tuition and FKM Language proficiency 0.09 0.34 
*P<0.05 
However, as the relationships among the variables are not in one direction, and the 
relationship between two variables are likely to be affected by more than one variable, 
multiple linear regression analysis is also conducted for better prediction. The 
advantage of multiple linear regression analysis is that it adjusts the effects of the 
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other variables, which are not prime importance but are included in the model as the 
independent variables. 
First the multiple linear regression model is fitted by taking CGPA as the dependent 
variable and language use, attitude, English tuition and language proficiency as the 
independent variables. The results are presented in Table 7.28. 
Table 7.28: Multiple linear regression analysis results for the dependent variable 
CGPA 
Variables Unstandardised 
cocfficicnts 
Standard 
error 
Standardised 
coefficients 
t-value 2-way p- 
value 
Language 
Proficiency 
-. 002 . 004 . 047 . 
454 
. 651 
Language 
tuition 
. 0028 . 003 . 094 . 947 . 
346 
Attitude 
. 046 . 018 . 240 2.534 . 013 
Language use -. 011 . 005 -. 208 -2.194 . 030 
Dependent variable: CGPA, F41Ilo=3.11, p=. 018, R-square=. 10 
Table 7.28 shows the multiple linear regression analysis results where CGPA is the 
dependent variables and the variables in the first column are the independent 
variables. The model fits the data well as the F-value at 4 and 110 degrees of freedom 
is significant (p= 0.018, p< 0.05). The second column of the table indicates the 
unstandardised regression coefficients and the third column is the standard error of the 
regression coefficients. Column four presents the standardised regression coefficients 
and column five gives the t-value. The last column six provides the 2-way p-values. 
Table 7.28 indicates that both the language proficiency at the beginning of the study 
and language intervention (tuition) did not significantly predict academic success in 
terms of CGPA (p=0.651, p=0.346 respectively). On the other hand, both the non- 
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cognitive language factors (attitude and language use) significantly predict academic 
success in terms of CGPA. In other words, the regression results implies that of the 
four different language related factors that may predict overall academic success, only 
the non-cognitive factors predict students' overall academic success. In fact, as 
indicated at the bottom of the table above (c. f. Table 7.28), the r-squared value is only 
0.10. This means that only 10% of the total variations of the academic success (in 
terms of CGPA) can be explained by the initial level of English proficiency, the 
language tuition received, English language use and attitude towards English. This 
implies that overall academic success is largely dependent on other factors that may 
not be related to language. 
Similarly, a multiple linear regression analysis is also conducted by taking FKM as the 
dependent variables, while English language proficiency, English language tuition, 
English language use and attitude as the dependent variables. However, the model 
does not fit the data well (F4,112=1.32, p=. 267). This means that the included 
independent variables do not explain the variation of the dependent variable 
significantly. Therefore, the results are not presented here. 
7.5.3 Conclusion and implications of the predictive validity findings 
In general, academic achievement is determined by a variety of factors that are not 
directly related to language ability. These factors may include the extent of effort 
made and the extent of students' ability relevant to a specific academic discipline 
(Vinke and Jochems, 1993). In a context where academic courses are conducted in a 
foreign or second language, previous research studies have shown that language is one 
of the factors that influences academic performances (for example, Criper and Davies, 
1988; Ferguson and White, 1994; Abdullah, 1998). Therefore, it has been the concern 
of these institutions to ensure that the linguistic factor does not impede the ability to 
earn a grade and to succeed in the academic discipline. 
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For this group of students at the HUM, academic success did not have any significant 
relationship with language proficiency (as measured by EPT) at the beginning of the 
study. This finding agrees with many earlier findings that found insignificant 
relationship between a language proficiency indicator (such as TOEFL) and academic 
success (for example, Light et al., 1987). In fact, when other linguistic factors are 
compared, the only language factor that did correlate with academic success is attitude 
towards English language. That is, a more positive attitude towards English is related 
to an increased chance of doing well in the matriculation academic courses (as 
indicated by CGPA). This suggests that positive attitude towards English has a more 
important role than the cognitive language factors in determining academic success. 
The partial correlation results support this, as significant positive correlations are still 
found if the students' proficiency level and language tuition factors are eliminated. 
This leads to the suggestion that when students are grouped according to the same 
language level and given the same amount of language tuition, higher overall 
academic achievement can be attained with more positive attitudes towards English. 
What then, is the role of language intervention programmes in determining academic 
success? Now, from the results of this study, this question becomes more pertinent. 
The partial correlation estimation suggests that language proficiency at the beginning 
of the year correlates significantly with FKM if all the students are given amount of 
English language tuition (c. f. Table 7.27). Therefore, it can be suggested that 
irrespective of the students' language ability, if they are given the same number of 
hours of language tuition, the higher level of language proficiency at the beginning of 
the year can increase the chance of getting better grades in an English-medium 
academic programme. 
This implies that the language intervention programmes provided at the HUM have 
not significantly provided the necessary support that may increase the chance of 
students' academic success. In this case, non-linguistics factors have been shown to 
contribute to the prediction of overall success in the matriculation academic courses. 
As the regression result suggests, both the non-cognitive language related variables 
significantly predict success in CGPA (p= 0.013 and p= 0.030). The regression 
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results also shows that even though the effect of language intervention programme is 
insignificant, the standardised coefficient is positive, indicating a positive contribution 
of the language program. However, the kinds of support that the programmes provide 
to the students did not contribute enough to give a significant and positive effect to 
academic success. This implies that the institution has to evaluate the content of the 
language support programmes in order to ensure effectiveness of the programme with 
respect to academic outcomes. In this case, as attitude and language use have been 
shown to significantly predict success, it may be necessary for the authorities in the 
BUM context to provide language support programmes that also enhance attitude. For 
example, existing language programmes may heavily include content, which is 
centred towards cognitive linguistic abilities but do not reinforce positive outlook of 
learning the language. In addition, as frequency of language use is a significant 
predictor to overall academic success, language support programmes may include the 
kinds of tasks and opportunity that initiate and instil the habit of using English 
language in a range of contexts. The IIUM is a unique context where English-medium 
academic disciplines are conducted in a country where English is not the first not, the 
native language of its people. Therefore, unlike in other contexts where students have 
to embark on their academic discipline in an English speaking country, and survive 
daily in the language, it is not so in the IIUM context. As has been discussed in 
Chapter 1 (c. f. section 1.1.1), the major concerns with respect to the decline in English 
language proficiency is due to motivation and the positive outlook of using the 
language (Abu Dakar, 1979 and Abu Saman 1994). Therefore, the concerned parties 
have grounds for their worries as these two factors have been shown to significantly 
contribute to academic success at the pre-university level. 
On the other hand, the low percentage of variance explained by the four language 
factors (r-squared= 0.10) implies that 90% of the variance in academic success is 
affected by other factors as well. Even though the 10% variance of language factors 
may be statistically low, if compared to other earlier predictive validity studies, this is 
consistent with the earlier findings (for example Criper and Davies, 1988; Ferguson 
and White, 1994 and Vinke and Jochems, 1993). Nonetheless, these all support the 
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view that there are a variety of other factors that contribute to academic achievement. 
The primary factor should be academic, but a number of other non-academic factors 
have been found in studies of predictive validity (for example in Graham, 1987 and 
Light et al. 1987). 
Therefore, this study is limited in this respect where only the linguistic related factors 
were investigated. Furthermore, this study is also limited in the sense that no further 
quantitative and qualitative data from students and teachers have been collected to 
investigate how effective the language programmes have been to the students. This 
again suggests a direction for further research in this context. A more global 
implication is in the approach to predictive validity used in this study. The survey 
data used for this study has provided crucial data to investigate the role of attitude and 
language use in predicting academic success. These two factors, which may be 
characterised as affective factors relating to language, may necessarily be investigated 
in a predictive validity study of a similar context, as it not only suggests their extent of 
contribution to academic success but also their necessary inclusion in the support 
systems. This implies that if these affective factors play important roles in academic 
success, there is a need for the institution to extend language support system to meet 
these needs. 
7.6 Conclusion on methodology in validity study 
The methodological approaches used in the different parts of the validity study can be 
looked at through many facets of validity (see Figure 7.6 below) as outlined by 
Messick (1989b). The conclusion will first look at the different parts of the studies 
before a general conclusion is reached. 
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Figure 7.6: Facets of Validity (Messick, 1989b: 20) 
Evidential Basis 
Consequential Basis 
Test Interpretation Test Use 
Construct validity Construct V+ Relevance + 
Utility 
Values Social 
Implication Consequence 
The concurrent validation approach led to question the criterion chosen for 
comparison with the test. In both the usage of external tests and self-assessment, the 
compatibility of constructs of both external measures is inevitably a question to 
consider. This is in line with Messick's notion that '... criterion related evidence 
being conlributoiy to score interpretation, are subsumed under the rubric of 
construct-related evidence' (Messick, 1989b: 20). This is particularly important when 
the comparison is done with other tests. On the other hand, self-assessment of the 
four skills (reading, writing, speaking and listening) showed generally low 
correlations as compared to other studies of concurrent validity involving self- 
assessment and tests used for placements. The low correlations found in this study 
could be contributed to the weakness due to the instrument as well as the students' 
degree of experience in assessing their own ability. 
Two central issues in content validation were tackled in the methodological 
approaches in this study. They are the judgement by `expert' judges and the domain 
of specification. Both approaches undertaken have addressed the logistics and 
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constraints facing each approach. Firstly, the approaches seemed to suggest that 
congruency between judges seem to depend on aspects that are more tangible when 
the domain is based on a theoretical model. It was easy to use an impressionistic 
rating but they do not necessarily reflect good evidence for the evidential basis of the 
test use. Secondly, a few assumptions are made when a theoretical model of language 
ability was used. It could be concluded that the inconsistency in rating based on the 
CLA constructs to describe the kinds of ability tapped by each item in the test could 
be attributed to the following factors: 
a) generalisation was made that all students utilise the abilities in the same manner 
when facing the same tasks, 
b) assumption was made that raters can perceive the process that students go through 
in order to arrive the to the same answer, and 
c) assumptions arc made that the theoretical concepts in the language competent sub- 
components can be well understood by raters and that they are can be quantified. 
The use of the CLA constructs as the domain of specification against which the 
reading test content was analysed found interesting findings when they are related to 
the difficulty of the items. The difficulty of the items in the reading test seemed to 
correlate significantly with two constructs, namely knowledge of lexis and cohesion. 
The observation on the pattern of item difficulty distribution and the average rating oil 
the CLA constructs required to complete the test items suggests that there is a 
tendency for difficulty to increase or decrease with the degree of the construct 
required in completing the tasks. These constructs, namely knowledge of cohesion, 
lexis and rhetorical organization of the text are certainly worth looking into in further 
research in order to contribute more understanding and useful information for itelil 
and test development particularly in the placement test area. 
The cut-off score study addressed the consequential basis of both the test use and test 
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interpretation. The use of masters and non-masters contrasting groups are commonly 
done to provide the evidence for threshold level validity. This methodology, which 
used the two contrasting groups method, was able to identify possibility of 
misclassification. The weakness of the employed methodology was that it was bias 
towards only one skill. The samples from both contrasting groups were only tested on 
the reading skill. 
An investigation of the parallel forms of the test was conducted in the validity study. 
The methodological approach addressed both the issue of standard and fairness of 
taking the different forms of a same skill test. The forms that consisted of the two 
different years' reading test were compared beyond the statistical significance of 
correlation. - Most importantly, the consequential basis of the parallel tests was 
examined. The methodology had focused on the different impacts on the students 
who took the tests, showing the social consequence and value interpretation of the test 
use and test interpretation, respectively. 
The last study employed a multiple predictive model to examine the predictive power 
of the placement. The criterion variables included the non-cognitive language factors, 
language proficiency at the beginning of study and language tuition. The study has 
demonstrated the roles of non-cognitive language abilities in affecting academic 
success. 
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Chanter 8: Recapitulation of Results and Conclusions of Parts of 
Studies 
8.0 Introduction 
The previous two chapters (Chapter 6 and Chapter 7) have demonstrated to us the 
different aspects of validity and reliability evidence that were gathered based on the 
proposed methodologies. In this chapter, the evaluation of the methods used within 
the scope of placement test validation will be made. In order to do this, the different 
implications of the findings will be discussed. 
Before embarking on the implications, it is necessary to give an overall view of the 
results in the different studies. In addition to recapitulating the findings of the studies, 
the main aim is to review the different approaches undertaken in the evaluation of the 
placement test. The two aspects of evaluation, reliability and validity, will be 
discussed in separate sections. The section that follows provides the discussion on the 
reliability study. 
8.1 Overview of reliability study 
The overview of the reliability study will relate the usefulness of the methods used in 
the scope of placement test evaluation. In general, the methods for the reliability 
evidence can be summarized into two areas. They are detection of measurement 
errors due to items and the scoring process. 
8.1.1 Item level analysis 
The first set of results in the reliability study concentrated on the item analyses by 
both the classical (CT) and the Rasch methods. The importance of the analysis 
involving items is paramount, as test scores can have no properties that are not a 
function of the items that make up the test. Generally, the analysis involves detection 
of `bad' items that may be the source of measurement errors rooting from the test, 
which in turn may reduce the reliability value. It can be concluded that the test 
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or item developers arc liable to ascertain the utility of the test scores by making sure 
that the measurement errors associated with items arc minimised. 
For a placement test that is considered high stakes, it is even more crucial for the test 
developers to ascertain the dependability of the test scores as the implications of the 
scores on the students are immense. It is apt to quote the significance of nlcasurcinent 
error from the latest Standards for educational and psychological testing (AERA, 
APA and NCME, 1999) in order to express its importance in a placement test 
evaluation procedure. 
`Measurement error reduces the usefulness of measures. It limits the extent to which test 
results can be generalized beyond the particulars of a specific application of the 
measurement process. Therefore, it reduces the confidence that can be placed in arlr 
single measurement. ' (AERA, APA and NCME, 1999: 27) 
The CT item analysis has been a standard procedure in most institutional test 
development (Crocker and Algina, 1986). In most studies involving placement test 
evaluation, item difficulty, item discrimination and distractor efficiency analyses are 
conducted for detection of flawed and malfunctioning items (for example see Criper 
and Davies, 1988; Fulcher, 1997a and Basri, Hassan, 1999). The CT item analysis of 
the reading CPT reported in Chapter 6 has demonstrated how the analysis has helped 
to identify the `bad' items in the test. In placement tests where segregation between 
the different levels of ability is very important, the items in the test have to 
demonstrate good discrimination capacities. In this case, the availability of the 
discrimination indices is essential. Interpretation of the discrimination indices may 
vary in many studies that conduct item analysis, however, Ebel's (1972) rule or thumb 
is found quoted in many reports (c. f. Chapter 6, section 6.1.1). 
One of the ways to detect flaws and malfunctioning items is through the response data 
obtained from the CT analysis. The distractor efficiency analysis in the CT item 
analysis study (c. f. section 6.1.1) has demonstrated the usefulness of this feature of the 
CT. The reasons for the flaws in many of the `bad' items found from the CT analysis 
could be identified when the response data were referred to. For example, it was 
found from the observation of the response data that three of the `bad' items had 
distractors that were almost non- functional. That is, the response data 
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indicated that very low percentages of the low scoring group of students were 
attracted to the distractors (i. e. percentages only ranged from only 1 to 7 percent). 
This indicates that the item is very easy but it may not mean that the item was 
constructed to be an easy one. In a high-stakes test context, identifications of items 
that are constructed to be easy and items that are easy due to faulty construction may 
be extremely crucial. A test may consist more than the necessary number of easy 
items because there may be items that are easy due to its faulty construction (for 
example distractors in a multiple choice that may be too obvious to test-takers). In 
such a case, this affects the reliability and validity of the test scores. Therefore, the 
availability of response data in this context may he extremely useful. 
Another feature of the CT reliability analysis that is useful in the context of a 
placement test evaluation is the item and reliability index relationship. One of the 
factors that may affect reliability in CT is the test length or the number of items used 
in the test. When a placement test is conducted, it is expected that the reliability 
estimate to be within the desirable range. In placement testing context, it is rarely that 
a value of lower than 0.80 is preferred (Aleamoni, 1979: 8). In addition, in the 
context where time and administrative constraints are factors affecting the placement 
process, most institutions would want to have a reasonable number of items that can 
carry the most information. In other words, it is crucial to have a reasonable number 
of items that can produce the desirable reliability value. 
The study in Chapter 6 has included the comparisons of different studies involving 
placement tests and their reported reliability values. The usefulness of the items to 
function in a placement test can be reflected in the number of items used and the 
reliability value that the test produces. For example, as demonstrated in the study (c. f. 
section 6.1.1.1), even though the reading EPT has considerably high reliability value 
(cronbach alpha=0.79), it is still relatively low when compared to the number of items 
found in the test (n=50). It was revealed from the analysis and comparison with other 
tests used for placement (c. f. section 6.1.1.1 and sec Table 6.6) that in order to 
increase the reliability to a desirable reliability value of 0.90, the test length has to be 
increased to 120 items. 
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The repercussion of such an unrealistic aim has to be related to the placement test 
context. When a placement test consists of that many items, it would mean that the 
test administration has to be increased as well. In addition, it would mean that there 
would be longer marking and computing of results period (especially when the 
marking is done manually by teachers). In many educational institutions that conduct 
placement test, students' results have to be processed as quickly as possible in order to 
speed up registration and enrolment in courses. Hence, lengthening the tests is least 
favourable. Therefore, in order to increase reliability, the most feasible step is to 
improve on the items so as they are of better quality. 
In short, the usefulness of the CT analysis for reliability evidence for placement test 
can be seen in two important aspects. The first is in the discrimination information 
(which includes both the discrimination index and response data). Since the primary 
aim of a placement test is to segregate students according to level of ability, the 
discrimination information from the CT is useful to demonstrate the utility of the 
items for that purpose. It could also be concluded that the items in placement test 
should be able to produce high discrimination values. In fact, any item with 
discrimination index of lower than 0.40 should be excluded. This is because if the 
standard guideline of DI interpretation by Ebel (1972) is used, any item of DI of lower 
than 0.40 signals that there is a `problem' with the item. 
The second information from the CT analysis useful for the evidence of the quality of 
a test is the overall reliability estimate. In a placement test context, we could say that 
it is important to investigate the relationship between the reliability index and test 
length. This is to find out if the desirable level of reliability has been achieved 
through the number of items used in the test. The significance of this information in a 
placement test context is that efficiency of items and time utilised arc important 
aspects in high stakes tests. Although the `nºinimunº acceptable level for any 
reliability index renºaiºº a matter of professional judgenient' (AERA, APA, NCME, 
1999: 31), it could be concluded that in placement test context, there should be 
evidence to demonstrate that relatively reasonable length tests are able to achieve 
desirable reliability value. In other words, the test should consist of a reasonable 
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amount of items that are of good quality and carry the necessary information for the 
needed purposes. 
Analysis of the reading cut-off score based on CT (c. f. Chapter 6, section 6.1.2.3.1) 
demonstrates the usefulness of SEM in investigating the accuracy of scores at the 
critical range around the cut-off point. When the results of the band scores across the 
cut-off scores are compared with the Rasch parallel analysis, similar results are found. 
This suggests that the usefulness of SEM in CT cannot be altogether dismissed even 
though much literature of late has emphasised CT's limitations in precision of 
measurement (for example, Choi, 1992 and Baker, 1997). SEM can be as useful and 
informative as the Rasch estimates in the cut-off score validity study in this context. 
CT limitation in this context is that it is sample dependent, therefore, inferences 
cannot be made beyond the scope of the sample used in the study about the 
probability of misclassifications in interpreting raw scores based on the reading test. 
The limitations found in the CT analysis for reliability study of placement test provide 
the need for the Rasch Model to substantiate the evidence needed for reliability of the 
testa Even though the Rasch Model is not designed to tap flawed items due to faulty 
or malfunctioning distractors, the analysis of pattern of responses which identifies the 
misfitting items is equally useful. The comparisons between item analyses by both 
the CT and Rasch (see section 6.1.2.1) have demonstrated the utility of both the 
analyses in order to identify `bad' items. It was revealed in the analysis that more 
`bad items' were identified when the two methods were used. When further 
investigation was done on the individual item, it was discovered that they were either 
poorly written, malfunctioning due to their distractors or that they were not locally 
independent (thus, may not have tapped the ability intended in the test). In the context 
of placement test evaluation, it is crucial to identify as many items that may have been 
faulty as they could have been the cause of the measurement error. Once the items 
have been identified, the information may be used for item revision and development 
of future placement tests. 
The complementary information in both item analyses as demonstrated in the 
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comparison of both the CT and Rasch analyses are seen in different perspectives. 
They can be summarised as below. 
" The usefulness of the CT item analysis is its ability to detect flawed items. 
However, more importantly, it has the advantage of being able to diagnose the 
potential causes of malfunction. With the availability of the response pattern data, 
the cause of malfunction due to the distractors are made possible. 
" The number of items detected as flawed by the `CT analysis only' may be more 
than when only Rasch analysis is considered. In the comparison study (c. f. 
section 6.1.2.1, see Table 6.8) there were 14 items identified by the CT analysis 
criteria only, while 11 items if solely analysed by the Rasch Model. However, 
when both the item analyses methods were used, the number of items detected as 
flawed was increased to 19. 
" If the item analysis procedure relies solely on the Rasch analysis results, the 
number of items that can be identified as flawed can be greatly reduced. This is 
because item analysis in Rasch (through misfitting information) is not specifically 
sensitive to faulty construction. Since the analysis works on only correct and/or 
incorrect information, it is not sensitive to faulty construction due to 
malfunctioning distractors, unless all of the distractors fail to work cumulatively. 
" Since more items can be detected in both analyses, they can provide more 
information needed for item revision. This is very helpful in placement test 
context where items or test forms are recycled over the different years. Although 
the Rasch analysis does not precisely identify the reason for poor item, the 
requirement for the model (i. e. items that are locally independent and 
unidimensional) are two possible reasons that could be used to rectify the 
effectiveness of the item. 
The equivalence of the CT reliability value in Rasch is in the test information 
function. This value is more informative and meaningful than CT 
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reliability as the Rasch analysis is more stable and can be generalized across 
different groups of examinees. 
Another useful feature of the Rasch item analysis that have been demonstrated in the 
reliability study reported in Chapter 6 is the item by person mapping facility. This 
feature is particularly useful in a placement test context as it allows two important 
investigations. The first is that it allows for grouping of items in order to investigate 
the characteristics of the items that may make the items more or less difficult, or 
appropriate for the test taking population. As has been demonstrated in the study (c. f. 
section 6.1.2.3), the distribution map of item by person (see Figure 6.4) was used to 
investigate the three different groups of items (easy, difficult and around the cut-off 
score) along the same continuum. The linguistics commonality of the items in the 
different groups was distinguished to see what characteristics might have made the 
items in the different category. For example, it was found that the items in the 
reading test that were easy for the test taking population were the inference type of 
tasks (c. f. section 6.1.2.3, Table 6.15). 
The mapping facility further allows us to see the appropriateness of the difficulty 
distribution of the items for the purpose of the test. In a placement test, it is crucial to 
see whether there is sufficient number of items around the difficulty area where the 
decision is made (i. e. at the cut-off score). In addition, it is also useful to sec from the 
mapping whether there has been .a 
lot of information lost due to items that are far too 
difficult or too easy for the students' ability range. As the investigation in the study 
indicated (see Table 6.15), there were only 3 items found around the cut-off score. 
On the other hand, a total of 6 items did not test any of the ability range as they were 
at the extreme easy end of the difficulty continuum. The information is helpful in 
placement test development and revision as it can provide guidance about items to 
include (in terms of difficulty and quantity), which existing items to retain or exclude, 
and also the kinds of tasks or linguistic feature of items to include or delete for a 
future or revised version of a test. 
In short, it can be concluded that Rasch analysis in placement context can offer more 
useful information about items as compared to if the CT analysis is solely used. 
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8.1.2 Reliability of scores 
The use of Rasch ability estimates parameter has also allowed for the investigation of 
the estimates of error in reporting ability through raw scores (c. f. section 6.1.2.2). 
The study has demonstrated that the ability estimates and the standard error gained 
from the Rasch analysis allow for the probabilistic estimates of misclassification. The 
study in Chapter 6 reported that while 18% of the Upper intermediate students could 
have been false negative, 30% of the Advanced level students could have been lalsc 
positive. This means that there is a probability that a proportion of the Upper 
intermediate students who were incorrectly classified (false negative). At the same 
time, a proportion of the students placed in the Advanced level could have been 
students whose abilities could be in the Upper intermediate level (false positivc). Thc 
finding involving misclassification overlaps upon the question of validity of the 
adequacy and appropriateness of the test score used for the placement purposes in the 
HUM context. As such, the appraisals of the value implication and social 
consequences of the interpretation of the scores and the test used have to be addressed 
in the context of the EPT at the HUM. In general, the direct consequence of 
misclassifications in the HUM context is the difference in the time the students are 
permitted to attend their courses in their respective academic fields. 
However, the social and value implications due to misclassifications can be perceived 
beyond the determination of language classes and enrolment into academic courses. 
A number of implications are listed below to give a wider scope to the appraisal of the 
consequences due to misclassification. 
1. Determination of number of semesters and language support courses that students 
have to enrol in before attending academic courses in their programmes of study. 
As noted by the Dean of the Matriculation Centre, some students may end up 
graduating from the matriculation centre within one year (Utusan Malaysia, June, 
9th 1998: 18) if they are proficient in the languages (Arabic and English as 
determined by the placement tests). This will not just mean that the 
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students can save their time in completing their matriculation year, but also that 
the students are able to cut the cost incurred during the duration of study at the 
centre. 
2. Motivation and performance in courses may be affected. If the EPT has predictive 
validity, false positives may find it difficult to cope with the academic courses. 
On the other hand, false negatives may find that they do not belong in the 
language courses level where they are placed. 
3. The language department may find that the students in the skill support classes 
consist of heterogeneous group of students (as some of the students arc the false 
negatives). This may affect teaching as well as learning in the language courses. 
When grouping consists of heterogeneous classes, it may also affect the teaching 
materials, syllabus and aides to cater for the differences. 
Based on the results of the misclassifications, the researcher had conducted further 
investigations to find out how the departments concerned felt about the results. Two 
suggestions were proposed, that was to either lower the proportion of false positives 
or lower the false negatives by increasing or decreasing the cut-off score, respectively. 
In other words, comments were gathered to find out which of the two 
misclassifications were more tolerable in the HUM context based on the perspectives 
of different departments. The feedback was gathered from a few course lecturers at 
the academic and language departments. 2 The feedback from the two parties 
(academic departments and language department) are summarised below: 
a. The academic departments (consisting of the Islamic Revealed Knowledge 
Department, Computer and Engineering Department) felt that the false positives 
are more damaging than the false negatives. This is because they strongly felt that 
one of the factors that impede success in the departmental courses was language 
level. The Engineering department particularly felt that the cut-off score should 
be increased to ensure that only the students that were well equipped with the 
linguistic skill should be allowed to undertake the matriculation Engineering 
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courses. It was pointed out that course contents were highly technical and 
required a good command of the necessary vocabulary and reading skills. As 
such, it was felt that the students needed to be considerably proficient in the 
English language. Similarly, the Islamic Revealed Knowledge Department felt 
that the cut-off score for the EPT skills should be made higher to ensure that the 
standard of English amongst the students taking the academic course was higher. 
According to the department, the courses required students to rely a lot on 
independent reading of resources in English and that the course grades depended a 
lot on essay type assignments and tests. Many were felt to be handicapped in the 
necessary skills in the English language, their grades were affected. 
b. The language department had different views about altering the existing cut-off 
scores. The consequence of increasing the cut-off scores on their part was that 
there would be more students assigned in the upper intermediate classes. As this 
level consists of four different skill based classes, it would mean that they would 
need extra teachers to rnan the extra number of students/classes. On the other 
hand, lowering the cut-off point would mean that more students would be able to 
embark on their academic courses and subsequently, less skill classes to man. It 
was felt that the cut-off score should be maintained to avoid logistical constraints 
facing the language departments if any changes were to take place. They include 
the change in the number of classes in the different semesters, the scheduling of 
language classes to coincide with the concurrent enrolment in academic courses 
and problem of manpower to manage the classes. 
The above discussion on the consequences of misclassifications in the context of the 
HUM can be generalised in any institution facing the same situation. In general, it 
could be concluded that the findings from the reliability of test scores overlap with the 
question of the validity of the test in terms of the appropriateness of the test scores 
used. With the findings, appraisals of the social and value implications of 
misclassifications could be addressed within the local context involving as many 
parties in order to evaluate the degree of the functional and utility of the test scores 
used. 
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8.1.3 Conclusion on usefulness of Rasch analysis 
The usefulness of Rasch analysis in placement test evaluation is summarised as 
below: 
1. To support CT in detecting faulty items. It is essential to identify more potential 
sources of errors that may reduce the reliability value. Furthernmore, the 
information is useful in item revisions especially involving tailor-made placement 
tests. 
2.. The mapping facility in Rasch is very useful to evaluate the usefulness of items. 
As difficulty estimates are independent of the sample, this allows for 
generalisation of the appropriateness of the test for the ability range. This is 
important in a placement context as standards have to be maintained in item 
revision, item banking and test development. The features in the item by person 
mapping that are useful for the mentioned purposes include 
0 the ability to categorise items in the different clusters according to difficulty, and 
" the ability to investigate the items at the critical point of decision making (around 
the difficulty of the cut-off scores) in order to find out the amount and kinds of 
items to include or exclude. 
3. The Rasch ability estimates allow for the investigation of the approximate 
proportions of misclassifications based on the raw score and the cut-off point 
used. The findings involving misclassifications are important in placement 
context as they involve social consequences and value implications to the 
individuals and parties involved. 
8.2 Overview of validity study 
Several sets of results were reported in the validity study, involving evidence in the 
different facets of validity. There were basically five facets of validity evidence that 
308 
were gathered in the study which were the criterion validity (concurrent and 
predictive validity), content validity, validity of the cut-off scores and parallel forms 
of the tests. Each of the different studies is significant in a placement testing context. 
However, the two main significances are the methods used for the content validity 
using the CLA rating and the findings in the predictive validity study. The 
implications of the different aspects of validity will be discussed below. The 
significance of the content and predictive validity study will be highlighted in the last 
two sub-sections. 
8.2.1 Significance of concurrent validity study 
The concurrent evidence in the study involved comparison of the EPT with external 
English tests and self-assessment data (c. f. section 7.1.1. and section 7.1.2). It can be 
concluded that the two methods used for concurrent evidence in this study were 
limited in a number of respects. The limitations and their significances in placement 
test validation will be summarised in the sub-sections that follow. 
8.2.1.1 Concurrent evidence involving external tests 
The study did not demonstrate grounds for confidence in the interpretation of the EPT 
scores in terms of its concurrent validity evidence relative to other measures of 
English proficiency, namely the SPM and GCE `O' level English. Ovcrall, the 
concurrent evidence with other tests in the study (c. f. section 7.1.1.1, Table 7.3) 
showed relatively low positive correlations. When the EPT concurrent study was 
compared with a similar study that used the SPM, and a tailor made institutional 
placement test (Wong et al., 1990 study on ELPT at UKM), the results again showed 
consistently much lower correlations (c. f. section 7.1.1.2 Table 7.5). 
Based on the study involving external tests, a few issues have to be addressed with 
respect to interpreting correlations between tests within the context of placement test 
validation. It is important to be reminded that with the method used (correlation of 
different tests), the correlation between sets of scores is an indication of the tendency 
of similar variations with respect to each other. The coefficient tells us to what 
309 
extent variations in one test go along with variations in the other (Bachman, 1990: 
259). As such, several factors have to be addressed in the interpretation. Firstly is the 
question of which level of agreement can be considered acceptable. In a placement 
test context, we could conclude that the level should depend on the decision to be 
made about the concurrent findings. In placement test context where the concurrent 
evidence is for alternative measures (for example, Lynch, 1994 and Wong et al., 
1990), it is crucial to demonstrate high correlations. For example, the close 
relationship between TEAM (Test of English at Matriculation) and EPTB at the 
University of Edinburgh was especially valuable as the former was used to replace the 
latter as a criterion of acceptance into a university course (Lynch, 1994: 76). 
Similarly, close relationship between SPM and ELPT was crucial for the UKM as the 
findings were used as the basis for abolishing the institutional placement test. 3 
A second factor to address is the time factor that may have affected the relationships. 
Even though concurrent evidence should be strictly taken under controlled time lapse, 
that is the tests should be taken within the sane period/time, it is inevitably not 
normally the case. When institutional placement tests are compared to standardised 
tests, they are usually at a variety of time lapses. In short, it could be concluded that 
correlation results for concurrent evidence has to address the wide lapse between 
administration of tests as this may contribute to attrition or improvement in the 
language proficiency. 
Third is the question of the justification of score comparison across different language 
tests. Comparisons of different tests are based on the assumption that they tap the 
similar general aspects of language proficiency. For that matter, it also includes the 
assumption that the levels the language constructs required to complete the tasks in 
the different tests was also similar. However, it is may not necessarily be the case 
with all language tests that are compared. Geranpayeh's (1994) score comparability 
study of the TOEFL and IELTS suggested that many factors might affect test scores 
comparison. They included the factors such as the test method, subjects' familiarity 
with the test, preparatory courses and test equality (Geranpaych, 1994: 61-62). 
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As such, as meaningful as it is to demonstrate the strong relationship between a 
placement test with the external criteria tests, it is also a useful information if the 
comparison demonstrate that they are not related. For example, perhaps EPT and the 
SPM English would have been expected to not show significantly high correlations, as 
the SPM is a type of an achievement test (at the end of a secondary school syllabus). 
On the other hand, the EPT was supposed to be reflective of the skills and language 
ability required in order to cope with the academic courses (at the University level). 
Therefore, there should be a difference between the criterion and the placement test in 
terms of the language constructs measured and the level of involvement of the ability 
measured by the two tests, as well as preparation for the tests. 
In short, meaningful score comparison for concurrent evidence entail two important 
considerations. The first concerns the choice of the external test used. The second 
concerns interpretation of score comparisons. It could be concluded that 
interpretations of the comparison have to acknowledge the factors affecting the 
relationship. 
8.2.1.2 Concurrent evidence with self assessment 
The findings in the use of self-assessment (c. f. Table 7.6) in the EPT concurrent 
evidence is summarised below: 
a. relatively low cot-relations were found in self-assessment of the global proficiency 
as well as the proficiency in the different skills (reading, writing, listening and 
speaking). The highest correlation was found between self-assessment and 
listening skill. 
b. When the findings in the EPT self-assessment were compared with other studies 
involving self-assessment and tests for placement purposes, the results involving 
EPT were relatively lower than the others. 
c. When compared to concurrent evidence using external tests, the self-assessment 
correlations were again found relatively lower. 
In order to evaluate the significance of the findings, they will have to be related to the 
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significant research questions in a placement test context (c. f. section 7.1.2). The first 
question addresses the accuracy of self-assessment in the HUM context. In 
interpreting the correlation figures, it was suggested by Oskarsson (1978,1989) that 
positive correlations of 0.50 are needed for support of effective self-assess(llellt. 
Subsequently, we could conclude that overall the self-assessment results are not a 
strong piece of evidence for prediction of students' level of proficiency (r=0.01 to 
0.31). However, when other concurrent studies involving self-assessment and tests 
used for placement purposes (for example Wall et al., 1994; Criper and Davies, 1988; 
LeBlanc and Painchaud, 1985 and Dunkley, 1996) were compared with this finding. 
typical low correlations were also generally found in these studies. As such, we could 
sum up that the self-assesslllent in the HUM context is consistent with the results of 
other concurrent evidence involving self-assessment and tests for placement purposes. 
Even though Oskarsson's (1978) recommendation of the acceptable correlation in 
self-assessment is 0.50, the significance of this statistics has to be considered. This 
recommendation means that the level of acceptability is just a 25% accuracy. In order 
to develop an instrument that can replace an existing placement test, the self- 
assessment instrument constructed, therefore, needs to show a lot higher accuracy 
level. In other words, one should apply the recommended level of acceptability with 
caution. What should be the more appropriate level of acceptability? I would suggest 
that when self-assessment is correlated with high-stakes tests (in this context a 
placement test), the level of acceptability needs to be at least 0.90, which gives an 
accuracy level of 81%. However, this again is subjected to the different contexts and 
how the self-assessment information may affect individuals, educational settings and 
placement procedures. 
In addition, it must be highlighted that many factors may affect the magnitude of 
correlations in self-assessment. One of the possible factors is the self-instrument 
itself. In this study, the self-assessment instrument that was used could be responsible 
for the failure of the self-assessment procedure to produce accurate impressions of the 
students' proficiency in English. Much literature in self-assessment has shown that 
self-assessment instruments that picture more accurate impression of language 
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proficiency are those that have precise questions and more concrete linguistic 
questions that students can relate to (Blanche and Merino, 1989; Oskarsson, 1989 and 
Dunkley, 1996). However, the self-assessment instrument that was constructed for 
this study was much briefer than the types of self-assessment questionnaires that have 
been shown to produce higher correlations. For example, the self-assessment 
instrument in this study only included a global impression of the different skills. In 
addition, the rating scale was subjective in the sense that students may vary in their 
perception of the different categorical scales provided. Furthermore, the EPT was 
constructed to reflect the specific linguistic skills and tasks that match the kinds of 
skills and tasks expected of the students in the different levels of ability. Therefore, 
the self-assessment instrument needs to be constructed parallel to the course contents 
of the different language courses offered. The results in this sense have to be treated 
with caution and therefore can only serve as a preliminary step in the use of self- 
assessment at the IIUM. Further research in this area is suggested in which the 
instrument for self-assessment needs to be improved. It is suggested that the self- 
assessment instrument to include sufficient number of precise questions, a more 
effective rating scale to yield more precise numerical data and to include 
characteristics of linguistic skills that reflect the different levels of ability that the 
placement test aims to gauge. 
The second question was pertaining to the significance of self-assessment in 
placement test validation. Similar conclusion can be made about the concurrent 
interpretation of the correlations in self-assessment. That is, the desirable degree of 
relationship should be relative to the decision to be made about the relationship. 
Although Oskarsson's (1978,1989) suggestion is regularly used to interpret the 
correlations involving self-assessment, several matters have to be taken into 
consideration. Most importantly is the accuracy and effectiveness of the scIf- 
assessnment instrument used. The effectiveness of the self-assessment instrument may 
include precise questions to elicit the characteristics of the ability or proficiency to 
compare, and the consideration given to factors that may affect capacity in assessing 
oneself. In conclusion, it could be summed up that if the concurrent evidence (that 
involves self-assessment in placement test validation) involves major decision, such 
as to replace an existing proficiency test (for example Dunkley, 1996), the 
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reliability and validity of the instrument itself have to be ascertained. Otherwise, low 
correlations are common. Research in self-assessment among second language 
learners have indicated that accuracy of self-assessment is associated with a number 
of factors ranging from the student, instrument and the different skills assessed 
(Dunkley, 1996, Blanche, 1990, Ross, 1998). 
8.2.2 Significance of cut-off scores study 
The cut-off score validity study involved empirical investigations of the cut score 
used. It was based on the assumption that the Core EPT would lead to no difference 
in performance between non-masters and masters on Part 2 of the EPC (reading skill 
EPT). Based on the assumption that the tendency of error in classification is higher 
when one's score is closer to the cut-off score, the analysis involved the contrasting 
group method (c. f. section 7.3.3). It was discovered that there was no significant 
difference between groups that were within 10 points range above and below the cut- 
off score. 
The result that shows that there is a statistical difference between masters and non- 
masters do not, in itself, tells us that the cut-off score has adequately placed the 
students. The limitation of the method used is that there was no further evidence to 
substantiate the evidence of the appropriateness of the cut-off score used. A further 
investigation needs to be conducted to find out whether students have been mistakenly 
categorized. For example, investigation could be done to find out how students or 
language teachers feel about the student placement. In addition, differences of 
performance between contrasting groups in a course conducted in English will also be 
useful to see the utility of the cut-off score (assuming that language proficiency is a 
factor affecting performance in academic courses). 
Without further evidence (besides the statistical differences), it is difficult to evaluate 
the appropriateness of the cut-off score. In a placement test context, the appraisals of 
cut-off score appropriateness is important. In short, it could be concluded from the 
cut-off score study that there was no sufficient information in order to address the 
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implications of the appropriateness of the cut score at the HUM context. 
8.2.3 Significance of parallel forms study 
Another crucial investigation of the validity of placement test is the evidence for the 
parallel forms. This is to ensure that the different forms of the tests have maintained 
their standards. The study on the EPT used the same sample to take the two 
presumably parallel forms of the reading EPT (c. f. section 7.4). The analysis involved 
not just statistical evidence to demonstrate that the tests were not significant. More 
importantly, the method had extended also looked at the individual consequences to 
find out how the same students were affected by the different forms. That is, the 
investigation was done to find out the similarity or difference in placement based on 
the two tests. It was discovered that despite the non-statistical difference 
demonstrated by the t-test results, there were 30% of the students who were affected 
by the different forms of the tests. 
The method used had demonstrated that it is important to go beyond the statistical 
analysis of students' performance using the t-test. An investigation of the 
consequences based on individual students is more vital in order to evaluate the 
validity of the different forms. As the study demonstrated, 30% of the students were 
affected (i. e. some of these students would be placed differently when the different 
tests were taken). 
Even though there was a moderate proportion of the students affected by the different 
forms, we could say that it is important for institutions to evaluate the significance of 
the results. In order to do that, the ethical and social implications of the results that 
show that the two forms are not parallel have to be addressed. Two implications are 
addressed below. 
" Fairness 
Test users may question the fairness of taking different versions of a test. Since 
placement in language courses affects time of study at the matriculation centre, 
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cost incurred and the semester to attend programmes of studies, there is a question of 
fairness when the outcomes of taking the different tests diffcr. 
0 Fluctuation in number of language courses 
There will be a difference in the proportion of students passing the test when the 
different forms arc used, thus affecting the number of students needing language 
support courses. This will mean that the language department has to be prepared to 
manage the fluctuation in the number of classes. 
It could be concluded from the study that it is useful to gather evidence based on the 
individual impact of the different forms. This is to enable an evaluation of the 
implications within the academic institutional context. In short, meaningful 
evaluations can be made from the results that provided evidence of individual impact 
in addition to the statistical analysis. 
8.2.4 Significance of content validity study 
Two areas in the content validity study are deemed significant to be highlighted. The 
first is pertaining to the logistical aspects relating to the methodological approach. 
Second relates to the significant findings in the use of the CLA model as a domain of 
specification for content validation or analysis. The two will be discussed in the sub- 
sections that follow. 
8.2.4.1 Elements in methodological approach 
In any content validation procedure, expert judges and domain of specification are 
central to the approach. The findings in the content validity study of this research 
have highlighted the logistics of these two central and interrelated aspects in a few 
respects. However, the limitation of this study is that it was only conducted on the 
dichotomously scored reading sub-skill of the EPT. As such, the implications and 
significance can only be generalised within the scope of the reading sub-skill and the 
test items of this nature. 
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The overall implications of the findings can be extrapolated in Figure 8.1 below. The 
discussions of the implications will follow. The significance of this study will be 
related to placement test validation in general. 
Figure 8.1: Framework of essential elements in placement test content validation 
procedure 
Expert Judges 
- Perception of what items 
represent 
-Agreement between raters 
Domain of specification 
Test items 
-Availability of specification (global or 
precise) 
-Tangibility of specifications or constructs 
that represent domain 
-Precision of descriptions as guideline for 
rating 
ýSº'Vý»iG. N`: 4. Yýf. 'ýiti: "..... f: sý'ý: , ,. 
Since the two aspects are inter-connected, it is inevitable that the discussions will 
address the elements in the two aspects simultaneously. The use of judges (in this 
case language teachers) to identify what the items in the test represent are based on 
two essential elements. The first, which is the judges' perception, assumes that these 
experts are able to perceive what the reading items represent. The use of course 
content as the domain against which the items are compared, as opposed to more 
specific domain, is a straightforward procedure. This is so since teachers (as expert 
judges) are expected to be able to identify sub-skills in reading from their involvement 
in teaching, and the course and test construction tasks. However, when the domain 
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entails detailed constructs of the ability needed in order to complete the test items, 
judges' perception has to be given more attention. 
The second is pertaining to agreement between judges when more than one expert is 
used. Generally, a more stable and reliable result is expected when more than one 
judge is involved. However, it has been demonstrated that it was easy to get judges to 
agree on the content of the test when a global and impressionistic approach was used. 
Nevertheless, in placement test, a global and impressionistic perception about whether 
items represent certain domains is not an appropriate approach in content validation. 
Since placement tests arc diagnostic in nature, items are expected, to a certain extent, 
to represent/tap certain domains of the language ability that will reflect the kinds of 
ability considered necessary in order to cope with the academic fields. In addition, 
the items are expected to reflect the ability taught in the language support classes. 
Thus, a more specific domain of specification is more appropriate. 
One of the problems addressed in the use of the corresponding course content as the 
domain of specification for content analysis of a tailor made placement test is the 
availability of a consistent course syllabus. Many institutions may continuously 
develop syllabus, teaching materials and course content to suit the immediate 
constraints and/or needs of the institution. This may result in the placement test 
content to be incompatible with some content of the course syllabus. Since tailor 
made tests are geared towards the specific context of the student placement structure 
in the institution, the tests are expected to be criterion referenced in nature. As such, 
it was expected that the test content reflect the content of the corresponding course. 
The consistency of agreement between judges can be attributed to several factors. 
However, past studies on agreement between teachers about test items and the 
language skills or constructs involved are still considered inconclusive. In the First 
place, there have not been many empirical research conducted on professional 
judgements on language tests. The studies that have been widely quoted are the 
studies by Alderson and Lukmani (1989) and Alderson (1993a). The two studies 
suggested that teachers are unable to reach agreement about the reading sub-skills 
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tested by the particular items in the reading test. Nonetheless, the study by Lumley 
(1993) suggested otherwise. 
Even though this study did not explicitly aim to lend support to suggestion about 
raters agreement in. language tests, it could be concluded that agreement or 
disagreement between raters is central to the methodology in any content validation 
study. This is because, in order for the content validation results to be useful, the 
effectiveness of the method has to be ascertained. That is, in this case, the method 
involving judges has to acknowledge the factors that may affect the agreement or 
disagreement between raters. They are mainly 
" the degree of familiarity of the domain for judges to conceptualize the constructs 
that make up the items, and 
" the degree of how sufficient descriptions are provided to raters to ensure they are 
able to conceptualise the language constructs within the domain. 
8.2.4.2 The significance of using the CLA model to represent the ability tapped 
in reading test items 
The experience and empirical findings with the CLA model are of interest in two 
important areas. While the focus of this part of study was not on construct validation, 
much of the information that was gathered is relevant to the construct interpretation of 
the test. One meaningful area is the constructs within the adapted CLA framework 
that can describe the items that make up the dichotomously scored reading sub-skill of 
the EPT. The general impression that can be gathered from the CLA rating is that the 
range of the language abilities measured by both the reading EPT tests (in the 
preliminary study and main study) was fairly restricted to two components of the CLA 
constructs, which were the grammatical and textual competence. Primarily, the 
knowledges required to complete the reading tasks were the knowledge of lexis, 
morpheme, phonology, cohesion, syntax and the rhetorical organisation of the text. 
All the other constructs in the CLA rating used in the study were judged to be not 
required or occasionally somewhat required in completing the tasks in the reading 
test. This may be the reflection of the specification of the reading test when the item 
writers were constructing the test for the HUM context. In addition, this also 
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suggests that perhaps the main language constructs important in reading 
comprehension skill are the six primary sub-components of the CLA construct. This 
may possibly be so since similar list of constructs was also found to be consistently 
rated as necessary in completing items in the TOEFL and FCE reading tests 
(Bachman et at., 1995). 
Considering that the use of the CLA rating is to determine the construct or list of 
constructs that interact in order to arrive at the answer to each item, knowledge of 
lexis seems to be the most fundamental knowledge for the kinds of items in the 
reading tests. The density of the knowledge required is apparent from the preliminary 
study where 100% of the items were perceived to have required the knowledge of 
lexis to a certain extent. In addition, the main study also suggested that knowledge of 
lexis was perceived as having the highest average lexical density (0.139) for the 50 
items as compared to the other knowledge required in completing the same items. In 
the descending order of perceived average density of requirement, the average density 
of the other knowledges perceived as necessary in completing the tasks are the 
knowledge of syntax, cohesion, morpheme and the rhetorical organisation of the text. 
The finding in this study shares the same general impression about the fundamental 
construct of language ability necessary in reading tests. TOEFL and FCE reading 
sub-sets were also found, to be consistently requiring the knowledge of lexis in order 
to complete the tasks (Bachman, Davidson, Ryan and Choi, 1995). Furthermore, the 
study by Lumley (1993) of the sub-skills required in completing the items in the EAP 
test at the University of Melbourne, suggested a similar conclusion. The rating 
session with the group of EAP/ESP teachers experienced that when they used the 
adapted set of a detailed reading micro-skill descriptions, the knowledge of 
vocabulary was recognized as fundamental in all the items (Lumley, 1993: 222). 
Hence, all these may reflect that tests for reading comprehension skill are highly 
dense with tasks that require knowledge of lexis. 
However, establishing the impression that lexical knowledge is central to the reading 
tests of this nature is, in itself, insufficient to provide further description of the items 
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that make up the test. The CLA framework lacks in this sense, the more detailed sub- 
construct or micro-skill of the knowledge of lexis that may be necessary to arrive at 
the answer of each item. For example, the description about whether the knowledge 
of lexis is necessary as part of comprehension of the text, the item, the text and item 
jointly, or whether it is the factor in the list of options in each item, is not provided 
from the CLA rating procedure. This kind of information is useful for items writers, 
test developers as well as syllabus and material designers. Particular to placement test 
development and validation, a more detailed descriptor of the items will be of vital 
use. Furthermore, for placement tests that have the nature as being diagnostic, 
selective, and/or proficiency oriented, decision accuracy is paramount. Thus, there is 
a necessity to ascertain the micro skills and the more specific language knowledge. 
The last impression about the kinds of items that make up the test as gathered from 
the CLA rating concerns the relationship between the kinds of CLA constructs and the 
difficulty of the items. It is not surprising to see that the difficulty of the items are 
associated with this construct since the studies suggest that the reading tests (in both 
the preliminary study and the main study) are heavily weighted on the knowledge of 
lexis. In both studies, the reading items that are difficult are associated with higher 
requirement of knowledge of lexis. In addition, the main study also suggests that 
higher requirement of knowledge cohesion are associated with reading items that are 
easy. 
Even though none of the CLA constructs was found to significantly predict the 
difficulty of the items, the correlations of the constructs (knowledge of lexis and 
cohesion) and the item difficulty may suggest a few important implications on the 
utility of the items to test for overall reading skill. The first implication concerns the 
results in this part of study that suggests that the reading test is highly weighted on a 
specific construct, namely knowledge of lexis, and that this construct significantly 
correlates with the item difficulty. These may suggest that students who do well in 
the test could be those who are good in vocabulary per se, yet they do not necessarily 
possess the other necessary competence in reading tasks. As such, if this is the case, 
the results gathered from the reading EPT should be treated cautiously in segregating 
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students and placing them in extra support classes for reading skill. Since reading is 
considered an essential skill for students to cope and do well in their academic courses 
(see discussion in Chapter 5, section 5.1), the test that identifies students who are poor 
in this skill should reflect all the other associated and necessary languagc 
constructs/knowledge associated with reading skill. 
The second meaningful implication from the content validation study is the adequacy 
of the CLA model for content analysis in placement test validation study. It was 
shown in the content analysis study that the items in the reading test are restricted to 
only a few constructs of the communicative ability domain. In addition, knowledge of 
lexis seems to be the central ability tested by the items. Even though past studies 
suggested similar familiar pattern in reading tasks, for example in TOEFL and FCE 
(see Bachman et al., 1995), the information has not covered much of other related 
necessary sub-skills in reading tasks, such as the list of sub-skills listed in the 
influential Munby's (1978) taxonomy of language skills, and the macro and micro 
sub-skills in reading (Hughes, 1989). The aim of the test is to measure the ability that 
we are interested in, and thus it should consist of a set of tasks sufficient to provide 
evidence of successful reading. The set of tasks should thus reflect the kinds of 
process in reading to be achieved in real context. This should be the basis of the test 
construction. In addition, in order to assess content coverage and representativeness, 
the domain of specification should be reflective of the necessary and sufficient 
abilities and micro-skills involved in ESP context for successful reading. The CLA in 
this sense lacks the adequate specification to describe what items in reading tests 
should reflect in an ESP testing context. 
The second weakness in the CLA framework as the domain of specification of a 
content analysis is in the quantification process. The insignificant results in group and 
individual ratings may be a reflection of the inability of the language teachers to 
conceptualise the `actual' process (involving constricts of language ability within the 
CLA framework) of how students arrive at the answers to the items. Furthermore, it 
may also reflect the difficulty to quantify the degree of ability required to arrive at an 
answer. Since a judgement is made based in the degree of knowledge required, it is 
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necessary that judges are working on the same standard throughout the items and for 
all the sub-constructs of the CLA. Even though training may facilitate consistency of 
standards among raters, this still needs to be further researched on. 
8.2.5 Significance of predictive validity study 
The predictive validity study lends support to earlier studies that suggest non- 
cognitive language factors that may contribute to academic success (for example, 
Abdullah, 1998 and Tamin et al., 1997). In the HUM context, the findings shows that 
language tuition did not significantly contribute to academic success over the one year 
period. It was found in this study that a higher frequency of English language use and 
a more positive attitude towards English can significantly improve academic success 
in the pre-university context. This study therefore suggests that language support 
courses need to enhance these two aspects. In addition, the findings in this study 
support the grounds of the ongoing concerns by the language authority in Malaysia 
concerning the causes of weakness in English which may affect academic success. 
Therefore, this may suggest that English language teaching in schools should instil 
these positive attitudes to improve the chances of doing academically well (especially 
to those who embark on tertiary level of education in an English-me(lium 
environment). The weakness of this study is that the time lapse used was only one 
year. A longer time lapse may be a more effective approach in an undergraduate 
study setting. Furthermore, this study is also limited as no further quantitative and 
qualitative data has been attained to investigate the effectiveness of the language 
support programme based oil the teachers' and students' perspective. 
8.2.6 Conclusion on the validity study 
The experience and empirical finding in the validity study has addressed extensively 
the logistical aspects in the methodological approach in the different facets of validity 
evidence. The three areas of justifications in placement testing evaluation have been 
addressed. They were the justification for appropriateness of the test, the criterion 
related justification and the justification for the utility and function of the test in its 
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context. 
8.3 Conclusion 
The discussions in this chapter have specifically looked at the significance of the 
studies for both the reliability and validity evidence of a placement test. The different 
justifications involving reliability and validity are summarised within the framework 
of both the utility of the methods chosen and their significant contribution to the 
evaluation of placement tests. This thesis will end with a chapter that is devoted to 
the overall implication of this research and the recommendations for future research. 
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Notes: 
I The limitations of CT analysis in language testing context can be found elaborated in much literature 
such as I lenning (1987), Baker (1997), I-lambleton et al. (1991) and McNamara (1996). The important 
limitations in the test data and its relevance to placement testing context can be summarised as Ibllows: 
a. The difficulty and ability values of indices are dependent upon the sample of responses taken in 
the analysis. These values are unstable as they may vary according to the different groups. 
b. Similarly, the ability estimates (reflected in raw scores) in the CT are limited by the difficulty of 
the items used in the analysis. 
2 Interviews and correspondence for feedback were conducted involving three senior lecturers from 
the Engineering (Puan Naemah) and Human Sciences (Puan Saodah) and Computer Department (Cik 
Siti Khadijah). Comments from the language Department were obtained from Dr Isarji (Dean) and 
Puan Zaleha (Supervisor). 
J The information was gathered from interviews with the Head of the Pusat Bahasa (Language Centre), 
Harriet Wong, at the UKM. 
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Chapter 9: Limitations, Recommendations and Significance of 
Research 
9.0 Introduction 
This research set out to develop a coherent and cohesive method in gathering 
empirical evidence for reliability and validity of a placement test in a tertiary 
educational context. Several studies were conducted in order to gain the necessary 
evidence for justification of a reliable and valid placement test. This concluding 
chapter will address the limitations of the research, its significance and the 
recommendations for future research. 
9.1 Limitations of the research 
The research is an extensive study involving challenging tasks in gathering empirical 
evidence for reliability and the different facets of validity. It inevitably involved 
different studies that required the collection of different sets of data and statistical 
analyses. The piece of research was made even more challenging as it was conducted 
by one researcher. A validation work is no doubt `unglamorous and needs to be 
painstaking' but with high stakes tests, it is imperative that it `has to be clone' (Wood, 
1995: 151). 
Several limitations are apparent in the research, some of which were due to the 
logistical constraints faced by the researcher. The limitations are addressed below in 
order to highlight the weaknesses in the methods used and results obtained. These 
limitations could also offer suggestions on how future research in placement testing 
validation could be improved. 
A) Limitations of the scope of study 
The different parts of the validation studies conducted in this research have only been 
limited to the Core and reading sub-set of the EPT. Therefore, an overall justification 
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for validity of the CPT could not be established. Research that includes investigations 
of all the instruments used for placement purposes would have offered more sufficient 
empirical evidence for the validity justification of the entire placement practice at the 
institution concerned. In addition, the reliability study was confined to the 
dichotomously scored test. Studies on placement tests involving rating scales and 
partial credits are of equal importance as placement tests are usually consisted of tests 
of different item types and scoring procedures. However, the limitations in the scope 
of this research were inevitable as the researcher was confronted with constraints, 
which were mainly due to the time, logistics and the availability of the necessary data. 
B) Limitations of concurrent evidence 
The first limitation in this part of study was the time lapse between administrations of 
the placement test and the external tests. The two external tests used (SPM and GCE 
`0' level) were taken between six to nine months prior to the administration of the 
placement tests. Attrition or improvement in language proficiency within the time 
lapse, might have affected the correlational results. In an ideal situation, concurrent 
evidence should involve administrations of tests of within a short period of interval. 
However, in this research, the gap was inevitable due to the unavailability of any 
other language test results. 
Another limitation of this part of study is the instrument used for self-assessment. 
The questionnaires were found to be limited to general assessments of students' 
language ability in the skills and global proficiency. In retrospect, they could have 
been made more effective as a tool for concurrent evidence by including detail 
specifications representing the course contents of the different language skill classes. 
In addition, the instrument could have been made more informative by adding items 
that are based on specific situations that `are descriptive of concrete linguistic 
situations that the learner can size up in behavioural terns' (Blanche and ! Merino, 
1989: 324). 
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C) Limitations of predictive validity study 
A crucial finding in the HUM context was discovered in the predictive validity study 
involving the multiple predictor variables. The placement test (Core EPT) was found 
to not predict students' overall academic success and success in an English medium 
course. However, one limitation of this study was the duration of time taken in order 
to measure success. Since success was measured over a one-year period, students 
could not have done many university courses conducted in the English language. The 
second limitation was the criterion used to indicate success. The CGPA over a one- 
year period might have included the Arabic medium courses as well. Furthermore, 
success in the FKM course might be affected by non-linguistic factors such as attitude 
towards the course and the students' background. A more effective method to assess 
the predictive utility of a placement test may include a study that will investigate 
students' academic performance on a longer period of study. In addition, 
investigating academic success based on the different placement decisions may also 
contribute to more important findings for the predictive utility evidence of the test. 
This is because it allows for the assessment of the success of students who are 
classified as `masters' and `non-masters' based on the placement test results. 
D) Limitations of studies on classification 
These include both the validation studies of the cut-off score (classification errors) 
and the parallel forms (classification consistency). The evidence of misclassifications 
in the cut-off score study were only limited by the empirical estimations of 
probabilities of misclassifications. No further evidence was available to justify 
misclassifications that negatively affect students after their placement. The study 
could have been extended by looking at how individuals in the misclassification 
groups (false positive and false negatives) were affected after their placements. 
Similarly, the parallel forms did not have further evidence on how the different 
version had affected the individuals who took the different forms of the tests. 
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E) Limitations of content validation study 
The main limitation in this part of study is in the appropriateness of the domain of 
specification against which the reading placement test content was compared. The 
CLA model that was utilised to represent constructs of the language ability that the 
test items tapped seemed to be restricted to a range of constructs only. Some of the 
constructs within the model were found to be non-functional in completing most of 
the tasks in the reading EPT. Meanwhile, it was found that other relevant language 
abilities associated with reading tasks were not categorically characterized in the 
model. These include reading tasks types such as skimming and scanning. In fact, it 
was found that the CLA model was very sensitive to knowledge of lexis. All these 
indicate the limitation of the model as an appropriate specification to represent 
abilities tapped by items in a reading test of that nature (c. f. Appendix 6.1). A more 
detailed model of specifications such as the one by Munby (1978) may perhaps be 
more appropriate in this context. 
9.2 Future research 
The methodological approach in evaluating the EPT at the HUM is an example of a 
framework to any placement test validation. However, further research and studies 
are needed in several areas. The first is the study that will involve the assessment of 
other skills, i. e. speaking, listening and writing. In addition, since this research is 
limited mainly to the test that yields dichotomous data, further research on tests that 
yield responses with a range of marks is needed. These would include studies on 
placement tests with partial credit items, rating scales and extended responses (such as 
in oral tests). 
More research in placement testing is also needed in the Malaysian context. This 
should include research at institutions of higher learning where English is not the 
medium of instructions. Since many institutions of higher learning that use the Malay 
language as the medium of instruction also conduct placement tests (c. f. Chapter 1, 
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section 1.1.2), it is recommended that research in this setting is conducted. 
The proposed general framework (with the CLA instrument) for a content validation 
study of a placement test needs to be further explored. Carrying out a similar content 
validation study that utilises the CLA model to describe different item types and 
language skill tests (other than reading) could be a direction for future research. This 
would ascertain whether the theoretical model has the potential for wider applications 
in different types of tests. 
The content validation study has addressed the limitations of the CLA model as a 
domain to represent items in the dichotomously scored reading skill test. It was 
discovered that the model is restricted to a certain range of competence to describe the 
characteristics of the abilities involved in completing tasks in the reading test. In 
addition, it was also found to be sensitive to one construct of the language ability. As 
such, another direction for future research is pertaining to the design of a language 
ability model best suited as a domain of specification for content validation. One 
possible future research in this area is to modify and refine the existing CLA model. 
For example, the `sociolinguistic' competence within the model may not be suitable to 
be included in the domain of specification of a reading test placement context. 
However, other aspects of language ability, which may be relevant to a reading task, 
may be included in the framework. Another avenue for future research is to design a 
model of language ability that is more sensitive to how language learners and test 
takers respond to test items. 
9.3 Significance of the research 
The research is significant in three main areas, which will be discussed below. 
9.3.1 Significance of research to placement test users and developers 
The first and foremost important implication of this research is within the contcxt of 
where the research was conducted. Prior to this research, prospective and past test 
takers of the EPT at the HUM matriculation centre had little formal 
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information about the utility of the placement tests taken. Similarly, the test 
constructors had very little research-based evidence on the utility of the test for the 
purpose it was used. The research has dealt extensively in the gathering of evidence 
for the utility of the EPT in terms of its reliability and validity in the different facets. 
On a more global perspective, this study has, within the scope of the methodological 
approaches applied, addressed two important issues in test constructions and 
development. The first is in the area of item writing in testing. It has been shown in 
the different parts of the study that items are central to the evaluation of the utility of 
the test. This implies the importance of item writing in the test construction process. 
For example, the item analyses involving observations and investigations of good and 
weak items (through item statistics in both the CT and Rasch analysis) have 
demonstrated the importance of careful construction of options within the multiple- 
choice type items. 
The study has also shown the importance of targeting items based on their difficulties 
in test constructions. In placement tests where decision accuracy is crucial, items that 
contribute to the decisions (based on the difficulty) around the cut-off scores should 
be of great interest to test constructors. It has also been shown that by clustering 
items according to difficulty, the linguistic communality of items within the cut-off 
score difficulty range could be identified. This provides a valuable tool to control for 
the kinds of items to include, exclude or revised in order ensure effectiveness of the 
test as a whole. 
The method used in the content analysis provides another valuable contribution for 
item writing and revision. The research has shown that certain constructs are related 
to item difficulty. Knowledge of lexis was shown to be related to item difficulty in 
that the higher the level the knowledge is required to complete reading tasks the more 
difficult the items are. As such, in order to control for difficult items, the area to 
focus in this kind of test (i. e. reading skill with dichotomously scored items) is on 
items that require the knowledge of lexis or vocabulary. On the other hand, 
knowledge of cohesion seems to be related to the easy items. Thus, this information 
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can guide item writers to limit this kind of items in order to control for the difficulty 
of the test as well as to design tests of suitable difficulty range. 
Test developers who conduct high stakes tests in institutions should consider seriously 
the importance of item writing training and item piloting. Teachers involved in 
constructing tests should be given proper and sufficient training in test constructions, 
particularly in constructions of multiple choice type items. Moreover, institutions 
should also seriously consider item piloting and item revisions for high stakes' tests. 
It may be beneficial to get teachers to involve in ongoing analysis of item responses in 
order to evaluate the utility of the items used in the institutional tests. It may also help 
them to improve their skills in item writing. 
9.3.2 Significance of research in the field of placement testing validation 
One of the most crucial issues in testing is in the validation aspect of the test used in 
the different contexts. There has not been much research done in this field, thus this 
research is a contribution to the research on language testing validation, particularly in 
a Malaysian tertiary education context. Overall, this research has achieved to address 
three important aspects of placement test validation. 
" The different kinds of justifications for evaluation of the effectiveness and utility 
of the placement test used within an institution. 
" The limitations and constraints faced in studies to gain the necessary evidence for 
reliability and validity of a placement test. 
" The usefulness of the methods employed in the research to gain the necessary 
evidence for reliability and validity of a placement test. 
Three kinds of evidence for placement test effectiveness and utility have been 
identified: appropriateness of usage; criterion related justification; and justification for 
the utility function of the placement test. The methods used in this research have 
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shown that these have been addressed in the evaluation of the EPT. In addition, they 
have yielded results that permit appraisals of the justifications beyond the common 
aspects of validity often tackled in test validation (see Table 2.4, Chapter 2). In 
evaluating high stakes tests such as the tests used for placement, it is more meaningful 
to be able to gain results that can contribute to the appraisals of the consequential and 
the evidential basis of both the test use and test interpretation. Some of the findings in 
the different parts of the study have allowed these to be achieved. In short, within the 
framework of the methodological approaches, the results have allowed for more 
meaningful evaluations to be carried out in order to justify the utility of the placement 
test as a whole. 
The research has also addressed the aspects of constraints in placement test evaluation 
research. Some of these constraints are inevitably unavoidable because of (lie nature 
of the study that involve extensive data collection, analyses and participation from 
many parties. 
The highlights of the research are three of the methods utilised in gaining the 
necessary justification of reliability and validity of a placement test. The application 
of the Rasch Model analysis was effective to not only investigate the utility of the 
itcros in a dichotomously scored test. It was of most useful in a placement test 
evaluation context where the probabilities of misclassifications could be investigated. 
Secondly, the CLA model that has been widely used for content analysis in earlier 
research on ESL proficiency tests, was found to be inadequate for the type of items 
and skill test analysed. This may suggest future research to design a theoretical model 
that not only incorporates characteristics of what teachers and test constructors 
perceive are the ability constructs the test items are testing. Equally important is the 
need for a model that is categorically sensitive to how test takers respond to the items 
in the test. 
Lastly, the usefulness of survey data was ascertained in the study of the criterion- 
related evidence of the placement test. The predictive validity study suggests that the 
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survey data was useful to detennine non-linguistic factors that may affect students' 
success in academic studies. 
In conclusion, this thesis has achieved to address major issues pertinent to placement 
test validation. It has also offered guidelines and suggestions in the area of placement 
testing evaluation for future research. 
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APPENDICES 
Appendix 1.1: Matriculation Requirement Courses for Economics and 
Arabic Programmes at HUM Matriculation Centre 
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SECTION 1 
PARAGRAPH WRI'T'ING 
(20 MARKS) 
Write a short paragraph of about 100 words on the topic below. 
Write your answer on Page 2 of the Answer Booklet. 
My first day at University 
SECTION 2 
C014PLETION PASSAGES 
(30 MARKS) 
Below are two passages with words missing. Complete the passages 
by choosing the correct word or words for each blank space from 
the options A, B, C or D which follow each passage. Write the 
correct option in the spaces provided on page 3 of the Answer 
Booklet. 
PASSAGE 1 
From 1990 to 1994 the number of landings (Eg) three 
turtle species at Terenggänu's coastal areas (1) 
by 66 to 99 per cent due to rapid development at traditional 
nesting areas. Southeast Asia Fisheries Development Centre 
(Seafdec) researcher, Kamaruddin Ibrahim said the fewer turtle 
landings recorded by the Fisheries Department (2) 
the 1970s also reflected their dwindling population. 
He said the most seriously affected turtle species was the 
1caLherback for which landing cLatictics (3) ZI 
drastic drop. lie said in Lhe 19701;, 10,690 nesLings of Lh1. 
l. (: lLlI cr1)aCk:; were recorded, a yea I. 
.. ". 37 n<.:; Li. nc3:; were found, which :; lto".. "cd t: lic: t. 
(6) landings (7) by more than 
99 per cent "If no action (8) taken at local, 
national and international levels, it is highly possible that 
this species (9) soon become extinct, " he said 
in a paper presented (10) a workshop on Marine 
Turtle Research and Conservation today. 
He said the leatherback turtle was undoubtedly the most abundant 
in Terengganu, particularly at Rantau ltbang and Paka. But these 
nesting grounds are (11) future development such 
as the setting up of huge petroleum-based industries on the 
beachfront. " Kamaruddin said another species (12) 
by development was the green turtle which recorded a 66 per cent 
drop in the nesting figures (13) 1981 and last 
year. 
He said 9,289 green turtle nestings ( 14 ) recorded 
in 1981, but last year the number (15) to 3,151. 
He added that the highest concentration of green turtles could 
be found in Pulau Redang, Geliga and Paka, all in Terengganu. 
Green turtles are also found in Cendor, Pahang and in Pantai 
Segari, Perak. 
r, 
A. in 
B. at 
C. by 
D. f rom 
1. A. declined 
B. will have declined 
C. has declined 
D. had declined.. 
3. A. indicates 
B. indicated 
C. will indicate 
D. indicating 
5. A. as many as 
B. few 
C. only 
D. except 
7. A. had drooped 
B. has been dropping 
C. has dropped 
D. had been dropped 
9. A. would 
B. is 
C. Will 
D. has 
11. A. see 
B. to see 
C. saw 
D. seeing 
13. A. at 
B. from 
C. among 
D. between 
2. A. froin 
B. at 
C. by 
D. since 
4. A. and 
B. so 
C. but 
D. hence 
6. A. them 
B. their 
C. they 
D. its 
6. A. is 
B. be 
C. am 
D. are 
10. A. by 
B. at 
C. on 
D. from 
12. A. effected 
B. effecting 
C. affected 
D. affecting 
14. A. is 
B. was 
C. were 
D. are 
15. A. dropped 
B. has dropped 
C. drops 
D. dropping 
J! A,, '-, 5. A-Q E--Z 
HISTORY (Eg) the moment of happening (1) 
in the newspapers and journals of the day. Every fact and 
opinion (2) fully reported for the information and 
edification of readers. For this reason such publications are 
(3) invaluable source of material for researchers, 
students, lawyers, writers and other seekers of knowledge and 
(4) , many years after the event. 
The British Newspaper Library in London is home to the 
(5) archive collections of newspapers and 
magazines. At the disposal (6) visitors to the 
library (7) some 600,000 bound volumes of newspapers 
and over 270,000 reels of positive microfilm, which can be 
(8) in well-lit reading rooms. 
The library's collections (9) full sets of the 
main London editions of all national daily and Sunday papers from 
start of publication until the present day. Local newspapers 
(10) every area of Britain and foreign newspapers 
are acquired (11) from almost every country in the 
world. 
Preservation of the collections is a key element in the library's 
role. There is a bindery and a (12) workshop, 
where publications old and new (13) into volumes. 
It has its own microfilm unit with more t; ti'aii 2Q cameras, filming 
material from the collection for the library's own use, and for 
many outside customers, (14) newspaper publishers 
and other organisations. 
Comprehensive from the 1840s onwards, the collections also 
contain items dating from well (15) 
2. A. are 
B. is 
C. have 
D. were 
h. 
Ti .. 
4. A. rue'*' 
B. truly 
C. truth 
the library increases rapidly. Last year, there were more than 
38,000 reader visits - in 1934, when figures were first kept, 
there were under 6,000. 
Eg 
A. at 
B. on 
C. for 
D. in 
1. A. is recorded 
e. are recorded 
C. recorded 
D. records 
3. A. a 
B. an 
C. the 
D. - 
5. A. national 
B. nation 
C. nations 
D. nationality 
7. A. is 
B. are 
C. was 
D. were 
9. A. includes 
B. include 
C. included 
D. including 
11. A. representative 
B. representatively 
C. represent 
D. represented 
13. A. bind 
B. binds 
C. is bound 
D. are bound 
then. Use of 
D. truthfully 
6. A. to 
B. of 
C. by 
D. for 
8. A. peruse 
B. perused 
C. peruses 
D. perusing 
10. A. at 
B. by 
C. to 
D. from 
12. A. conservatory 
B. conservation 
C. conserving 
D. conserve 
14. A. include 
B. to include 
C. including 
D. to including 
15. A. since 
B. before 
C. after 
D. until 
SECTION 3 
ERROR ANALYSIS 
(20 MARKS) 
QQESTLQN 1 
There is ONE grammatical error in EACH of these sentences. Write 
the error and the corrected form on Page 3 of the Answer Booklet. 
Example; John haven't been back home for three years. 
1. My father warned my brother that if he continued smoking it 
would effect his health. 
2. Pulau Langkawi, with its clear waters and fine beaches, are 
the ideal place for a restful holiday. 
3. The essence of become an effective student when learning is 
-knowing- what to do and being able to. do it independently. 
4. My uncle who is 70 years old is surprising very strong for 
his age except that he limps when he walks. 
5. We are waiting for our friends who did not turned up yet. 
6. Jaafar is very happy because his boss has promised to rise 
his salary. 
7. This edition of the book is least expensive than that one. 
8. Nora has decided to buy a new computer even before the 
salesman came to see her yesterday. 
9. The violinist wouldn't perform because the audience was to 
noisy. 
10. I am sure the thieves who entered my neighbour's house will 
be catch soon. 
QUESTION 2 
G, -; . 
`(, 
The following passage contains TEN grammatical errors (All the 
words are spelt correctly). There is one error on each line. 
The error on the first line has been given as an example. 
Write the error and the corrected form on Pago 3 of your Answer 
Booklet. 
Eg. While worldwide incidence of heart diseaso have increased, 
1. in America, the death rates by heart disease have 
2. fallen. The American public is now much more awareness 
71 
3. of the link between diet and good 'healthy. A campaign 
4. has been launch to encourage healthier eating habits. 
5. The campaign will encourage an eating of less animal 
6. fat, sugar and salt that is consumed at present. 
7. It will show the advantage of eating more freshly 
8. fruit and vegetables. Discussion are being held between 
9. the government and food manufacturers such that food 
10. can be labelled to helping consumers buy the food products 
wisely. 
5ECTIQN 4 
REAQINCL 
-PASSAGE 
(10 MARKS) 
Read the passage below and answer the questions that follow it. 
write your answers to the questions on Page 4 of the Answer 
Booklet. 
LEARNING TO BE GOOD 
5 
10 
15 
T 
20 
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30 
There is an anxiety among parents these days to manage their 
children's schooling in such a way as to ensure that they receive 
a "good education". 
Living in the right school district, choosing the right 
preschool, looking for the right private school, choosing 
advanced placement courses. We do all these things and more. 
It is a noble ambition. But while we are thinking about getting 
our children a "good education", we may neglect to teach them how 
to be good. 
We want our child to get a good job, and that is an honourable 
goal. But we may have failed to do the jdb: of making them good. 
Good citizens, good people. 
"I don't denounce this parental ambition, this search for the 
right educational path, " said Harvard social psychiatrist Robert 
Coles, speaking at Baltimore's College of Notre Dame as part of 
the school's centennial lecture series. 
"But education for what? " he asked. 
"There is no relationship, " he said, "between how much children 
know and how they behave. " We need only look at the example of 
the US Naval Academy to know he is right. One of the most 
rigorous academic institutions in America has been embarrassed 
by cheating, car theft, drug use and sexual harassment scandals. 
Coles has spent 30 years sitting cross-legged on the floor, 
. 
listening to children from all parts of the world. He has 
recorded their fears and feelings, their interior lives, in the 
rich language of a poet. 
He has worked with normal children in abnormal circumstances- 
children of desegregation, children of migrant workers, children 
dying of diseases mysterious to them. But instead of focusing 
on some damaged part of these children, he looks for what snakes 
them persevere. He has found tremendous courage, deep 
spirituality and a hunger for moral guidance. 
35 
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Coles' admonition that parents provide moral teaching presents 
a special challenge to the children of the 60's trying to be 
parents in the 90's. 
Many of us felt Qppressed and offended by our parents' postwar 
values. Some of those values were as uniform and uninspired as 
the terraced houses into which so many of us were born. Others 
were bitter, harsh and prejudiced. 
And so we rejected them all. Now we find ourselves raising 
children in the age of multi-culturalism, where nothing is good 
or bad, it is simply different. 
And as a result, we are appalled at the selfish, unaccountable 
amoral children we are letting loose on the world. Children who 
plagiarise from their computer encyclopedias, children who gun 
down tourists for their travellers' cheques. 
Moral education, Coles might argue, begins with the sound of our 
own voices raised in moral outrage. 
After a lifetime'of listening to the children we routinely tune 
out Coles has concluded that childhood is connected not just to 
the drama of. family life, but to the wider world. To race, 
class, the neighbourhood, the region, ethnic traditions, 
religious heritage. Indeed, to the events of history, the Bomb, 
the civil rights movement, the Vietnam War, the Challenger 
explosion. 
Observed in all this complexity childhood takes on so much depth 
and context that Coles' demand for moral education makes absolute 
sense. As Ralph Waldo Emerson said, "Character is higher than 
intellect. " 
1. Parents manage their children's education by doing all of 
the following gxceDt: 
A. selecting the appropriate area to live in 
B. sending them to the best preschool 
C. teaching them to behave well 
D. making them take the right courses 
2. Moral education may be neglected because parents.... 
A. don't want their children to have moral guidance 
B. place too much emphasis on their children performing 
well academically and getting good jobs. 
C. feel there is a relationship between academic education 
and moral education. 
D. don't really know how to go about instilling 
moral education in their children. 
3. Robert Coles is of the opinion that children who 
behave well. 
A. receive a good education 
B. do not receive a good education 
C. receive a good education do not necessarily know how to 
D. do not receive a good education do not know how to 
4. One of the outcomes of Robert Coles' work with normal " 
children in abnormal circumstances was that he.... 
A. discovered that the children were not very brave. 
B. realised that there was a need for moral education for 
children. 
C. discovered that the children had stopped listening to 
him. 
D. realised that the children did npCý-'believe in any 
religion. ,,.. 
5. The word 'oppressed' in line 46 means..... 
A. bitterly disappointed 
B. somewhat hurt 
C. rudely interrupted 
D. unfairly treated 
6. The word "we"in line 43 refers to. 
A. the children of the 60's 
B. the parents of the 60's 
C. the children of the 90's 
D. none of the above 
7. The reason why children nowadays commit crimes is that they 
are..... 
A. raised in a multi-cultural society 
B. not taught to differentiate between good and bad. 
C. not asked to read encyclopedias 
D. taught only the bad things 
For questions 8,9 and 10 complete the chart below with 
information from the text. Write your answers in the Answer 
Booklet. 
Name Robert Coles 
Occupation 8. 
Place of employment 9. 
Approximate period of 
employment 
10. 
Field of interest Childrdn' 
'. 
. 
SEQTIQN 5 
CJ"OZE TEST 
(20 MARKS) 
Fill in each blank in the following passage with the most 
appropriate word. Only one word may be used for each space. 
However, short forms like CAN'T and HAVEN'T are allowed. Write 
your answers on Page 4 of the Answer Booklet. 
NONVERBAL COMMUNICATION 
Like all animals, people communicate by their actions as well as 
by the noises they make.... Language is obviously essential for 
human beings but it is not the whole story of human 
(e. g) Not by a long shot. 
r 
There are many different cultures in the (1) 
and in each of them the children (2) learn a 
great many things that are (3) of everyone who 
participates effectively in that (4) These 
things are taken for granted by (5) who shares the 
culture. When I say (6) they are taken for 
granted, I mean that (7) needs to describe them or 
write them (8) or try self-consciously to teach 
them (9) children. Indeed, the children begin 
to learn (10) before their linguistic skills are 
far (11) developed to understand a verbal 
description of (12) they are learning. This kind 
of learning (13) sometimes been called 
"imitation, " but that is (14) too simple an 
explanation for the 
a child (16) 
(17) 
complex (15) that go on when 
what is normal and expected in his 
community. Most of the norms are 
communicated (18) the child non-verbally, and he 
internalizes them (19) if no other possibilities 
existed. They are (20) much a part of him as his 
(21) body: he would no more question them 
(22) he would question the fact that he 
(23) two hands and two feet, but only one 
(24) 
f 
What is an example of the (25) of thing that 
children learn nonverbally? (26) of the simple 
examples to observe and (27) and discuss is the way 
people use (28) and bodily ornamentation to 
communicate. At any (29) time in any particular 
culture there is (30) accepted and normal way to 
dress and to (31) one's hair and to paint the 
face and to (32) one's jewellery. By adopting 
those conventions for (33) himself, a person 
communicates to the (34) that he wants to be 
treated (35) to the standards of the culture for 
(36) they are appropriate. When a black (37) 
in America rejects the normal American dress and (38) 
on African clothing, he is (39) to the world that 
he wants to be (40) as an Afro-American. On the 
`1 .f 
surface, dressing. pp in unusual costumes would seem to be one of 
the more innocent forms of dissent that,; A persom could express, 
but in fact it is,; dee2ly resented by many people who still feel 
bound by' the traditional conventions of their culture and who 
become fearful oiý- aIIgry when those norms are violated. The 
nonverbal message that such a costume communicates is "I reject 
your culture and your values, " and those who resent this message 
can be violent in their response. 
Appendix 4.2a: Sample of 1996 Reading EPT 
Reading Passage I 
Read the following passage and write your short answers to the questions that follow in the 
Answer Booklet 
ENGLISH FOR EVERYONE 
The finding of three local lecturers from Malaysian universities from a survey of 362 first year 
Bachelor of Education students that many among them felt there was no need to master English as a 
second language, is only to be expected looking at the deteriorating standard of the language in the 
country over the years. The survey found this attitude prevailing because it was felt that the language 
had no relevance to their getting their degrees of subsequent employment. 
Language has always been a sensitive issue in Malaysia for it is looked upon not only as a 
communication medium but also as a unifying force in this multi-racial and multi-religious country. 
There was a consensus to develop and promote a common tongue, Bahasa Malaysia, among the people 
with the inevitable result that English, widely used before, and even some years after independence, has 
declined both in use and standard. 
Now that Bahasa Malaysia has been accepted as Malaysia's national language and its position 
established, there seems to be a lot less emotion than existed previously when it comes to discussing 
the need to preserve Malaysia's general proficiency in English. 
It is in this atmosphere that there seems to be a growing concern at all levels of society, form 
Malaysia's leaders to the man in the street, about the decline in the command of the language. 
Everyone seems to agree that while the position of the national language should not be undermined in 
any way, Malaysians have to be proficient in English, which has developed into an international 
language, if they are to secure their rightful place in the sun in an increasing competitive world. 
While all agree that this is a problem, no one has come with the ideal solution. One school of 
thought contends that the standard of the language can be improved if its teaching is done by specially 
trained teachers. This seems to be gaining currency at present as indicated by the Education Ministry's 
effort in training more such teachers locally as well as recruiting them from abroad, but the jury on this 
remedy is still out as the result will not be known for some time yet. 
Another school of thought believes that there is no need to get anxious over this matter. It 
asserts that there is no cause for everyone to learn English because only certain people will find it a 
necessity in their work- the leaders, the diplomats, international traders, writers and few others. 
The trouble with this attitude is that it is elitist and it presumes that everyone has a slot in 
society which one is destined to serve one's throughout one's life with no possibility of expanding 
one's horizon. 
While the search is on the best solution to this problem, the present policy of giving everyone 
an equal chance is only proper and not likely to raise any controversy. However, a fine tuning is 
required, for the problem affects various people differently. As pointed by the lecturers, there is a 
difference of interest an consequent different racial groups and according to their background, whether 
rural or urban. 
The fact that this problem has been recognize is half the battle won but in the pursuit of the 
right solution, a difficult task made somewhat lighter by the public not opposing it, no effort should be 
spared. Whether one likes it or not the importance of English as an international language is going to 
increase in the future. 
What do the following words form the he text refer to /mean? Write A, B, C or I) in your 
Answer Booklet. 
1. "deteriorating" (line 5) means the same as 
A. changing 
B. fluctuating 
C. declining 
D. depressing 
2. "this attitude" (line 6) refers to 
A. finding of the local lecturers 
B. students' view on learning English 
C. idea about the standard of English 
D. feeling that English is difficult to learn 
3. "their" (line 8) refers to 
A. three lecturers 
B. Bachelor of Education students 
C. English language students 
D. Malaysian universities 
4. "consensus" (line 12) means 
A. questionnaire 
B. argument 
C. arrangement 
D. agreement 
5. "the man in the street" (line 23) means the 
A. unskilled labourer 
B. average person 
C. homeless person 
D. ordinary male 
6. "..... place in the sun" (line 28) means 
A. out in the open air 
C. hot spot 
C. location in the Tropics 
D. rightful position 
7. "remedy" (line 35) means 
A. suggestion 
B. hope 
C. policy 
D. solution 
8. "this attitude" (line 42) refers to the idea that 
A. there is a need to feel over anxious 
B. there is no cause for everyone to learn English 
C. everyone should have an equal chance 
D. a fine tuning is required 
9. "elitist" (line 42) means 
A. exemplary 
B. exclusive 
C. excessive 
D. exceptional 
10. "fine tuning" (line 49) means 
A. sensitive adjustment 
B. delicate touch 
C. penalty clause 
D. major change 
Read the following question about the passage and write the answer of your choice from llle 
option A, B, C, and D in the space provided in the Answer Booklet. 
11. Many first year Bachelor of Education students surveyed felt that English ................... 
A. was important to their future careers. 
B. produced certain attitude problems. 
C. was irrelevant to their future needs. 
D. seemed difficult to master. 
12. Why did the standard of English fall in Malaysia? 
A. Bahasa Malaysia was made the national language. 
B. language is a sensitive issue. 
C. Malaysia is a multi-religious country. 
D. language is a unifying force in Malaysia. 
13. The present education policy of giving everyone an equal chance in English means that 
A. urban students are better at English. 
B. all students are taught English. 
C. rural students arc equal to urban students. 
D. all students are motivated to learn English. 
Complete the following sentence in the space provided in the Answer Booklet. 
14. It was decided to promote a national language in order to 
15. Most people believe that it is important to be proficient in English because 
Write your answers to the next question in space 16 and 17 if the Answer Booklet. 
16. According to the article, differences in the students' desire and interest when it comes to learning 
English are due to which TWO factors? 
A. International status of English 
B. Government policy 
C. Ethnic background of students 
D. Availability of trained teachers 
E. Where students grew up. 
iý 
READING PASSAGE 2 
Read the following passage and write your short answers to the questions that follow in (lie 
Answer Booklet. 
WORLD ENGLISH 
In the minds of many people, there is no longer an issue. They argue that English has already 
become a world language, by virtue of the political and economic progress made by English-speaking 
nations in the past 200 years, and is likely to remain so, gradually consolidating its position. 
An impressive variety of facts about usage support this view. According to conservative 
estimates mother-tongue speakers have now reached around 300 million; a further 100 million use it 
fluently as a foreign language. This is an increase of around 40% since the 1950. More radical 
estimates, which include speakers with a lower level of language fluency and awareness, have 
suggested that the overall total is these days well in excess of 1,000 million. The variation results 
largely from a lack of precise data about English language use in such areas as the Indian sub- 
continent, where the historical impact of the language exercises a continuing influence on many of its 
900 million people, and China, where there has been a burst of enthusiasm for English language studies 
in recent years, with over 100 million people watching the BBC television English series 'Follow Me'. 
One visitor, returning to China in 1979 after a gap of 20 years, wrote: 'In 1959, everyone was carrying 
a book of the thoughts of Chairman Mao; today, everyone is carrying a book of elementary English'. 
Even if only 10% of these learners become fluent, the effect on totals is dramatic: the number of 
foreign speakers is immediately doubled. 
Survey of range of use carried out by UNESCO and other world organizations reinforce the 
general statistical impression. English is used as an official or semi-official language in over 60 
countries, and has a prominent place in further 20. It is either dominant or well established in all six 
continents. It is the main language of books, newspapers, airports and air-traffic control, intcmational 
business and academic conferences, science, technology, medicine, diplomacy, sports, international 
competitions, pop music, and advertising. Over two-thirds of the world's electronic retrieval systems, 
80% is stored in English. English radio programmes are received by over 150 million in 120 countries. 
Over 130 million children study English as an additional language at primary and secondary levels 
(these figures exclude China). In any one year, the British Council helps a quarter of a million foreign 
students to learn English, in various parts of the world. In the USA alone, 337,000 foreign students 
were registered in 1983. 
READING PASSAGE 2 
Read paragraph two of `World English' again and complete the table below with the information 
given. Write your answers in the appropriate spaces in the Answer Booklet. 
USE OF ENGLISH AROUND THE WORLD 
TYPE OF SPEAKER NUMBER OF SPEAKERS 
* Mother tongue 18. million 
19. 300 million 
* Foreign Language 20.. million 
Total number of speakers 
* conservative 70 million estimate 
* radical (21) million estimate 
Read the following statements: In your Answer Booklet write whether you think they are TRUE 
(T), FALSE (F) or NOT STATED (NS) in the reading passage. 
T F NS 
22. Everybody agrees that English has become the world language. 
23. In India, 900 million people speak English. 
24. In 1959 in China, English books were available. 
25.10% of Chinese learners of English are fluent. 
26. Surveys carried out by UNESCO support the view that English is 
widely spoken. 
For questions 27-33 supply the examples for (lie following categories from the passage. Write 
your answers in (lie Answer Booklet. 
English is the international language of information storage e. g. 
EXAMPLE books 
27. 
English is the international language of research e. g. 
28. 
29. 
English is the international language of foreign relations e. g. 
30. 
English is the international language of media and entertainment e. g. 
31. 
32. 
33. 
Give a short answer to the following question. 
34. Why should a 10% increase in the number of fluent Chinese speakers of English double the world 
total of foreign speakers of English? 
READING PASSAGE 3 
Read the following passage and write short answers to the questions that follow in the Answer 
Booklet. 
WORLD LANGUAGES 
Many people feel that the only realistic chance of breaking the foreign-language barrier is to 
use a natural language as a world lingua franca. The history of ideas already provides precedents, with 
Latin used as medium of education in Western Europe throughout the middle ages, and French used as 
the language of international diplomacy from the 17th. to the 20th centuries. Today, English is the 
main contender for the position of world lingua franca. 
There are few competitors. Several other languages have an important local role as a lingua 
franca but no comparable international level of use, such as Russian in Eastern Europe, or Spanish in 
South and Central America. More people in the world speak Chinese than any language, but in the 
West Chinese is too unfamiliar to be a serious contender. French is still widely used, but far less than it 
was a century ago. 
Many factors contribute to the gradual spread of a language- chiefly political and military 
might, economic power, and religious influence (all of which artificial languages lack). These sane 
factors mean that the development of a world language is not viewed with enthusiasm by those who 
would have to learn it. Such a language, it can be argued, would give its originating culture an 
unprecedented influence in world affairs and scientific research. 
For example, scientists who used it as a mother tongue would be in a privileged position: they 
would not have to spend time learning it and would more easily assimilate ideas expressed in it. 
Furthermore, it is thought, a world language would inevitably erode the status of minority languages 
and pose a threat to the identity of nations. Many people thus view the current progress of English 
towards world-language status with concern and often with antagonism. 
Ironically, the main danger to the growth of a world language comes with within. As the 
language becomes used in all corners of the world, by people from all walks of life, it begins to develop 
new spoken varieties which are used by local people as symbols of their identity. In the course of time, 
these new varieties might become mutually inintelligible. How far this diversification will affect 
English cannot be predicted. It is not easy to weigh the trend towards diversity against the trend 
towards unity that results from increased mdem contacts through travel and communications. A 
hundred years ago, predictions were being made that British an American English would by now be 
mutually unintelligible. Linguistic predictions have a habit of being wrong. 
READING PASSAGE 3 
35. Identify the main reason many people give for English achieving world language status. 
The diagram below summarizes some of the main points of the passage `World Languages'. Complete the 
diagram by finding the word from the text to fill each numbered space. Write your answers in (lie Ans%ser 
Booklet (36-41) 
ARTIFICIAL LANGUAGE NATURAL LANGUAGE 
AS LINGUA FRANCE AS LINGUA FRANCA 
NOT WIDESPREAD OPPOSED BY NON 
BECAUSE IT LACKS: - SPEAKERS BECAUSE 
36.39. 
strength would have to learn it 
37.40. advantage to 
strength 
Economic power 
38. 
influence 
41. lessen the position of 
Choose the best alternative from the he options A, B, C, and D to answer the 
following. Write (lie 
letter of your choice in (lie appropriate space in the Answer Booklet. 
42. The word `erode' (line 28) means 
A. build 
B. ridicule 
C. reduce 
D. emphasize 
43. 'it' (line 34) refers to 
A. the main danger 
B. the language 
C. the world 
D. people from all walks of life. 
44. Give one example of a language used as a lingua franca in the past. 
45. Why should we not always believe linguistic prediction? 
READING PASSAGES 1,2,3 
The following questions refer to all three reading passages. Choose from A, B, C and I) the 
alternatives which are the correct answer. Write the appropriate letter in your Answer ßooklet. 
46. Which of the three reading passages is/are in favour of English as the International Language? 
A. 1,2and3 
B. None of them 
C. I only 
D. 1 and 2 
47. Which 3 of the following are given as reasons for promoting an international language. (Write 
your answers in space 47,48 and 49 of the answer booklet) To . 
A. facilitate international trade 
B. make all nations equal 
C. disseminate information 
D. spread the original culture 
E. bring about world peace 
F. ease communication among countries 
50. Which passage dots not discuss the sensitive reaction of people to foreign language? 
A. 1 
B. 2 
C. 3 
Appendix 4.21: Sample of 1996 Writing LPT 
. 
You should not spond moro than 25 minutas on this task 
The chart below shows the percentage of students who passed their final exams over a 
three year period at a university. 
Write a paragraph of 100 to 150 words comparing tho overall porfonnanco of students 
from the different programmes and commenting on the general trends with reference 
to the chart below. 
STUDENT FINAL PASS RATES (BY PERCENTAGE) 
SECTION I 
(10 marks) 
(3 LAWS I 
oE-00, 
Q 1u. t5 I 
___... J 
1993 199! 
YEAR 
1995 
CHART KEY 
,r-_ ."" ti 
ECONS = Economics 
HUMS = Humanities 
SECTION 2 
(25 marks) 
You should spend not more than 1 hour on this task. 
Write an essay of not less than 250 words on the following topic: 
Discuss the factors which you believe help people learn a foreign language. 
,i ý , 
", t. 
,1 
T 
SECTION 3 
(15 marks) 
You should spend not more than 35 minutes on this task. 
I 
In the article "English for Everyone" the writer gives reasons for the declining standard of 
English and presents several views, including his own, on what should be done about the 
decline. Write a summary of not more than 120 words on these reasons and views. 
Appendix 4.2c: Sample of 1996 Listening l; I''I' 
SECTION 
(5 marks) 
In this section, you will hear a question, followed by a 
statement or short conversation. Look at the information 
provided and the four possible answers. Choose the best answer, 
and write the appropriate letter - A, B, C or D- in the box 
provided. 
You now have one minute to study the questions in this suction. 
1. Which sporting activity do the boys decide to do? 
A. D. 
17. fi 
A- 
Table 
tennis 
B.. -: Tennis 
C- Weight training 
D- Swimming 
"AirNaM 
2. Which city has the new student just come from? 
. .,.,. ., : Arnsl@ýdam5ý'", ý05ýý; i1ý, 
ýdoudy;; 
Min("Cj Mex('C): ....: ý. ý 
B. C. 
Banqko 
Beipnq 
Brussel 
Cairo 
" _T. 
Ft: 26 "! ' dourly ". ', '.: 19 ; dear; =y Bahre 
Henol" *., t 
Iiong Kong 
, Ci0nOv0'ýý 
FranklurO 
Copenha 
--4: 33 dear w ; 09_ 
,1 
dear 
`: 11 ; ". doudv". 
22 dear "- 
07'ý doudy 11 
I :, a .... 1doay:. } OS'. _ 1I 'ý, reln ", r 1 
, 4522, ': i.; doar '- %tl: ýýti4o. dr : 
A- Bangkok 
B- Beijing 
C- Cairo 
D- Hanoi 
3. Which currency in boing diocueeod7 
Deutsche Mark Brunei $ 
j, 
ý' ( . iý'týll.. 
i -_ 
ý4 
' 
ý 
t, ý RUM", 
l11 
ýýt. iti. n': lt.: 1%i i. yYrý: 1MRýti 
A 
SS 1. Kg. TU, jn.. Pi. 
ono bungalow avail. 
abls for tool. UnfUr. 
nlabed. HM 1.700 
ono. CN1 Tenant. 
"1 t'a. or Nn Tel: 03. 
407 eBJJ{7PIee 
C 
A. 
B. 
' C. 
D. 
4. Which 'section of 
reading? 
A For S,. W -" 
B 
the Properties 
C rm HaW 
Wrd; d 
W. nt. d In I,. nouf#. 
Uk., 'Ifelohl.. " Jin 
M. kt. b (Core.,. '. 
buno. tow. or .. mt. 
DeO. ehed ' thou... 
. C. 11 ` R., mond. TeL" 
010-211 0802,0}f! 7" 
6409 ". ri? " 
D 
Bli F« sr. ''I 
M. n. r. . Imol.., 
Ttnn. Tun- R. s. k . ' Am0. n0 Conds- ý minlum 1100 Sp Ft. 3 : room. lrenov. tedl. 
' Fully ..; ". ANrnl. hed. Selling : for ' RM 
210.000. C. 11 R. y 
mond P. nc. l. 
TcI: 01-730 11.010 
010-3110002. er 01- 
807 .. 01. t night 
A. House For Sale 
R. House for Rent 
C. House wanted 
D. Apartments for 
Sale 
F-I 
5. Which type of room does the man chooee? 
L] D El . 1313I317100' 
"wý. 
i , ýý ý. 
ýý. ýr:: ý', ý 
0 
COO[ ROOM SINGT[ DOURIL 
A Deluxe RM 150 RM 160 
Supertor RM 1 10 RM 120 
c Standerd/Funlly tcý1Ins ran) RM 
90 RM 100 
0 Dormitory (Ceiling fan) RM 40 RM SO 
" SrAryM M 10% ýýrna" tlrýr0" "rd i% fiwýmwN T.. 
! -#_s: 
. us I1 00 " ! IM 7 "0 (R. 1. S. bjM 1. Cý. np.. ) 
" ýiQOIJV NA1CS ". ".. bbl. m.. ahr.. l 
" N. I. " "ý. I. b.. cl l. tN. nO" .. MAyyl "d<" 
A. Deluxe 
B. Superior 
C. Standard 
D. Dormitory 
El 
Chen. TeIOI0-e22 
$ . 7752! 03.736 7487. 
IMFIJTý 
'PROPERTIES. 
EH] 
USJ SubanoJ"Y.. 
Section 4. Double: 
 torey ý link' house, 
1150 so. '. t . 
(23.75). 
Como for PAW1.000 
eno: C[11 Lennie 
1! 
D 
Deutsche Nark 
Brunei $ 
New Zealand $ 
Italian Lire 
Advertisement is Johan 
71 
Italian Lirc (100) 
`; e"ý: ^ I_IT~ýý_ ý 
=ýý -- -' - -: 
ui 
ý 
Y. f. ýit ýý 
ý" 
.. ". p. ý ný; J 
SECTION 2 
(10 MARKS) 
In this section, you should read the short 
instructions for each 
question and look at the information provided. 
Then listen to 
the statement or short conversation. In the pause that 
follows, 
write your answers below. 
You now have one minute to study the questions in this section. 
1. Complete the table with the information you hear. 
slit] .t. t 
.., 
.. "- ..... ý. ".. r. , 
ryV7, s "'"': ý'"`fýVF Jý 
" T'1? t. ý 
r. ý 52E 
Absent r ö ýý . ýicY16 . IJA.. "... 1u. w... 6. e4t. 'KWrw.. _.. r 
Absent from school 596 r. 
ý . ý. -. tiy. . rt. _-., " a"T : 1ºSV *l,. 7.. a, v! rtj' :\.... ý. , 
: ýzf Läte forschööý>ý;, iý, ýr, ýý,.. ý s" : r ý ýwä ý s ý .. ýc;. a , _ý : i"" .. i eh ..., saa, 
". Disrupting classes 
' 1 J... Mt. " 
255 
Rude to teachers 192 
, ý, ''ý `"ý3 er . .F 
"ýýý .. 1ýýý]\L4{1s1ý ý 
ýý, L, a, ite, rý"iý" -_ 
ýý 
Disloyal ". ._ 
Y". 
Harsh to teachers "" 98 
, ý.,,...; . .; ; SteäUng `ý; r "ýi'"ý9,6: 
' 
, 
ý`ý 
"-. z_; ý .,.....,... .:,. _ý ... ýt. _.. 
ý :- --. . 
28 
;'1 
2. 
r" t 
Write 'X' to indicate the position of the hospital. 
n 
l. Circle Lho crrore in the programme and write tho 
corrcctiono in tho apace provided. 
iltllloth C. r. mIo Promotion bYý. 
" 11. OOam" 2nd Floor. 
Mu. DecennJe Shop, '. . 
'ý G. OOpm-; 
lBth Met Ik. b. n. D. nwn. tr. llen/.; 
' 
2-30p-" 
a oo ' 
Let 
ý: 
x"k - ; Contest by* P! n : 
'i'. . 
Myukl Green C. ntt. " ." . ý_ . 
loth Mu Cu. a'. Week 3.00pm_ Ground 
Fioor 
"T. '.:. =" 'Fashion Pacade 
2Sth Mar. Hand BouQuel; . 
ý'. "': ". 2.30pnr Ist Flow. "; ` 
,- 
: ="Lý, t`.. _i; DemomlrHkwt/Contestby ý ._ 
4. OOpm", ' .... "" 4ý . " "' il.: :. 1 - Myukl Green C. ntn . 'r'" , 
y^? --. ý: 
i 1. 
f 
ý 2. 
i ý 
! 3. 
: 
7 
4. Complete the telephone message form with the information 
your hear. 
i-, - maýýý 
To: Mr/jVsi/ 
A 
cdz /1'1, 
Dale: 
_ 
o? .7 
/T-/ 1S Time: 
_ 
ýO"ýS 
M jy+rtinj'n1 O/YjAY" 
of Phone 
.................................................... 
Telephoned 0 Will telephone again 
G Called in person 0 Please call him/her 
0 Returned your call 0 Left no message 
.................................................... 
Message 
Iniliýlf 
W 
...... 
c 
. .............................. 
u 
t" ' ti J 
S. Complete the - Examination Attendance e11p with the 
information you hear. 
MATRIC NO:.............. 
` 
...................................................... EXAM ....................... 
PROGRAMME :......!. CO/15................................ _... 
DESK NO:...... _...... _. 
3................. 
_..... _................... 
SEMESTER :........... 
T 
............................................... - . 
OATE:.... ............. __. _.. _....................................................... 
COURSE CODE:.... 
E. 30I3 
.................................... 
SECTION NO:....... 
_..... 
P c: u r, L [xni. ur+Gn...... '.., ý. . ý......,.... ý ............................ SIaNArUnE:........... ý 
....................................................... 
i 
i 
SBCTZON 3 
(10 MARKS) 
In this section, you will hear an intorviow botwoon an IIUM 
student and a young Malaysian. Complet9, "tho quostionnairo with 
the information you hear during the inrt'brview. 
You now have one minute to study the questionnaire. 
NA1, tE: 
M Dii. Ä . A3M4rl. &'K- 
(MAL EJFENtALE) 
AGE: /6 
S Tnta. t E'c/uMaE k, ý- ADDRESS: `falarL AR 
1. Arc you staying with your parents? " . 
1Ycs 
Q No 
If no, why? 
2. How many people do you stay with and in how many rooms? 
t9 le- -3 coo /ss 
3. Are both your parents working? 
4 
Yes D No 
Father's occupation 
Mother's occupation 
4. What is your family's total income? (including sisters, brothers) 
5. Are you still studying? O Yes O No (if yes, go to (a); if no, go to No. 6) 
(a) Please sate your current level of education 
(e. g Form 3, etc. ) 
6. Are you employed? 0 Yes 0 No 
If yes. where and as what? 
7. Do you go straight home after work/school? 0 Yes 0 No 
8. If not where do you usually go? 
9. Who do you hang aröund with? 
10. What do you usually do when you ban. - around these places? 
1 1. How long do you stay away before you return home? 
I?. Are (here recrraiiunal facilities available io you near your home or office? 
Q Yes Q No 
__ 
(This is the end of section 3) 
SECTION 4 
(10 HARKS) 
In this section, you will hoar a short talk and then answer a 
number of questions about it. You will hear the talk icQ. You 
will be given a period of one minute between the two recordings 
and a period of 2 minutes after the second recording to 
answer the questions. 
Write your answer in the space provided below: 
You now have one minute to study the questions in this section. 
1. Complete the speaker's notes by filling in the blanks. Use 
one word only for each blank. Some of the blanks have been 
filled in for you. 
i T 
TELEVISION: The pros änd cöns 
Tho 'cons' (against) 
1. too much 
2. bad 
3. wastes 
4. noise disturbs 
5.. weakens 
langvaqe 
.. 
The 'pros' (for) 
1" people. 
2. increases 
3. makes information available to people 
0 
4. help people learn their (iabon&C 
S. provides company for people who must stay at 
:. r 
6. Cheap entertainment for the 
7. may help keep families 
Anower the following queations about the talk by putting a tick 
in the appropriate box. eg. 
MA 
QB 
Dc 
QD 
2. According to the speaker, some people say that society is 
more violent because ............. 
Q A. T. V programmes teach children how to beat and rob 
people. 
Q B. violent criminals on TV are never punished. 
O C. Violence on TV seems so exciting to children. 
(] D. TV violence makes people think it is an 
acceptable way to solve problems 
3. Social workers believe the main reason that TV weakens 
family life is that it.,..... 
DA. keeps all family members at home 
E )B. prevents family members from disturbing one 
0another. C. makes family members too tired to do things 
together Q D. keeps family members from talking to one another. 
4. The speaker gives arguments both 'for, and 'against'..... 
IDA. TV violence 
Q B. television's effects on family life 
Q C. television's ability to educate people. 
Q D. entertaining television programmes. 
5. The speaker thinks that the arguments against television 
are........ 
ýt w 
C] A. not really true althouc h' mafly people believe them 
p B. false 
[j C.. more important than those in favour of television 
C 3D. correct, but not as important as'those in favour 
of television 
(This is the end of section 4) 
,4r 
GECTION 5 
(15 NARKS) 
In this noclion, you will hoer a short locturo. You will boor 
the lecture QHC6 only. nolow are some partly completed noton 
based on the locturo. You must comploto the notea using tho 
information you hoar in the lecture. 
You now have two minutes to study the notes below. You will than 
hear the lecture. After the lecture has finished you will be 
given another 
5 minutes to complete your notes. 
Title: 
Problems: 
Prob 1- Doesn't identify 
a. In speech, One word 
b. difficult to identity 
c. Some words pronounced 
e. g. 
Unstressed eg. 
Prob. 2- 
Remembering 
In listening you've got to 
Concentrate on 
In a foreign lang the brain 
In on lang 
Prob. 3- 
Can't follow (partly because of 
Hhy3 
1. don't recognize 
2. try too hard 
3. 
Other Probs - 
a. Pronunciation of Eng. changes 
and from eg. 
U13. usually vowels have yar/gii, s 
b. 5. L'y12 of Eng. - very formel - or 
ehe more formal 
c" itLiQ 
common use of irony etc. 
Appendix 4.2d: Sample of 1996 Speaking EPT 
1. The TEST 
Order of test activities 
a. Ice-breaker (1 min) 
b. Short talk (3 mins) 
c. `Question time' (2 mins) 
d. Extended conversation (4 mins) 
C. Leave taking (-) 
2. Topics for short talk 
1. How to be a successful student. 
2. What I miss about living at home. 
3. Television in my country. 
4. Tourism in my country. 
5. The benefits of a University education. 
6. My favourite person. 
7. The importance of English. 
8. Life in the city. 
9. The best teacher I ever had. 
10. The problems of being a student. 
11. Eating habit in my country 
12. Traditional medicine. 
13. The marriage ceremony in my country. 
14. Living on campus. 
15. Why Arabic language is important. 
16. The problem of pollution in my county. 
17. My ideal job. 
18. How I prepare for an examination. 
Appendix 4.3: 1996 Writing FAIT Essay Profile 
ESSAY MARKING SCHEME 
Z 
W 
r 
z 
0 
v 
z 
0 
ý 
z 
u 
! Fv'J 
cc < 
-' 
0 
= 
V1 
D 
W 
u 
D ýýJ 
} 
ý v z 
< 
v 
i 
CRITERIA 
(XC(ll(NT TO NIIY GOOD: Lno.. led{eable " eub/lanli. e " IAo, ou(h i A_O' J. O 
development of IMefia " nle. anl to n/i(cd topic 
T 
GOOD TO AVERAGE: some Ina-ledge of subiecs " adequate range 
limited development of thesis " mostly regnant to topic, but lacks detail 
1'S - 3"J 
FAIR TO POOR: limited knowledge of subject " little substance " inade"r IO-ä, 0 
quitt development of topic 
VERY POOR: doe, not show knowledge of subject " non-wMtanti. e " not O -0-5 
pertinent " OR not enough to evaluate 
EXCELLENT TO VERY 0000: fluent petition " ideas clearly stated/] 
supported " weccusc, " well-organized " logical sequencing " cohesive r 
i-0 -5-C) 
GOOD TO AVERAGE: somewhat choppy " loosely ortaniaed but main I 
ideas stand out " limited support " logical but incomplete sequencing r 
2.5 r 3' 5 
FAIR TO POOR: non-fluent " ideas confuted or disconnected " lacks ) 
logical sequencing and development tI .O- 
; L. O 
VERY POOR: doe, not communicate " no organication " OR not enough 0-0.5 
to realuate 
(YCEIIENT TO VERY G000: sophisticated ranee " effective wocd/d'wm1) J, O 
choice and usage " word loan mastery " appropriate regittt$ J1"O 
GOOD TO AV(RAGE: adequate range " occasional errors of wo. d/d ors 2.6 form. choice. wage but meaning nor obscured JC - 
3.5 
FAIR TO POOR: limited range " Frequent errors of wotd/idian farm. I. Q-2. o 
choke. usage " wining coniused or obscured 
VERY POOR: clievu fly translation " little knowledge of English vocabu- ]G-O 
airy. idiom. word farm " OR not enough to evaluate 
EXCELLENT TO VERY GOOD: rffMive comple  constructions " Few Z. 
errors of agreement, tense. number. word ordtrrfuncOion, articles. pro-) 
nouns. prepotitiau 
GOOD TO AVERAGE: effective but simple constructions " mina prob- 
ken in templet constructions " testest ton of agreement. tense. 1 
3.5 
- 
5" i7 
number. word order. function. articles. pronouns. prepositions but mean. 
^'E seldom obscured 
FAIR TO POOL, major problems in simplercompke constructions ir 
frequent errors of negation. Agreement. tense. number. wood order func" 1.5 - 3. O 
lion. articlm pnaso rd. pnyositions ands fragments, run-ons. deletions 
" mtaes, ng combed or obscured . 
-Ir. 
VERY POOR: vinualIY no mastery of sentence comtr f[llon rug., " don i. % 
sited by errn., " doe, not communicate " OR not enough to 'ituate 1O- 
I- o 
EXCELLENT TO VERY 0000: demornuates mastery of convention, "t 
Irw error of spdting. punctuation. cap. taligation. paragraphing 
f 
e. '5- 
3. o 
GOOD TO AVERAGE: occasional errors of spttlint, punctuation, capital; 
teron, paraf"plsi^t brit meaning not obacvmd 
1.5-2.0 
. 
FAIR TO /OOR: feepueM eien of spelling. puncwalion, tap 4Iiaahion. O 
paogi. pf. inR " pow had.. rkinR " meaning coni~d of obKvnd 
VERY POOR; ro maalery of cOnvtlion/ . do. inaled by tdewe e1 well. 
) 
"S O -O. 
5 
inp punýqualion, capilaliaalion, paragraphing " handwriting itlego or 
OR not tough 10 e"alualc 
i i 
5 º+nrýf5 i 
5 NnßrcS i 
I 
i 
-ý ý 
SNAr, 'l5 
:r 
.I 
ý M/tQO 
i 
ý1 
3 
i 
i ý 
TCTAI. = 25 MAUS 
Appendix 4.4: Band Conversion for Skills EPT 
Correct number % BAND 
1-2 2-4% 1 
3-5 6-10% 2 
6-9 12-18% 3 
10-12 20-24% 4 
13-14 26-28% 4.5 
15-19 30-38% 5 
20-24 40-48% 5.5 
25-27 50-54% 6 
28-29 56-58% 6.5 
30-35 60-70% 7 
36-39 72-78% 7.5 
40-45 80-90% 8 
46-50 92-100% 9 
Appendix 4.5: Sample of 1996 Speaking CPT Band Descriptor 
LPT: DAHBýPiCR1PI9ttýF98_fiCFýl2iC? EGT 
9- Speech is uituationally appropriate - fully acceptable 
in all features -a alight non-intrusive accent may be 
noticed. 
0- Communicotee successfully on all topics covered - 
opeech is readily comprehensible though at times there 
are non-systematic errors in grammar and vocabulary 
and slight inappropriaciee -a strong accent may occur 
but not impede communication. 
7- Communicates effectively on the topics covered - 
Errors in vocabulary and structure occur but do not 
impede communication - communicates easily and quite 
precisely - uses complex sentence forms with good 
variety of modifiers, connectives and cohesive 
devices. 
6- Generally communicates effectively on the topics 
covered - can use complex sentence forms with variety 
of modifiers, connectives and cohesive devices - 
conveys most meaning fairly precisely - errors in 
grammar and vocabulary occur and occasionally impede 
cleat communication - can use circumlocution to cover 
up gaps in structure and vocabulary. 
BAND 6: CUT OFF POINTS FOR 
UNDERGRADUATES 
5- Can, broadly speaking, convey meaning on most topics 
covered - errors in structure and vocabulary may 
impede communication - can engage in extended 
conversation on general topics using connectives and 
other cohesion devices - can use complex sentences - 
has problem in speoulating about, tjte future and longer 
explanations may lose coherence 
`r"' 1 
4- Able to convey basic meaning on familiar topics - able 
to use common question forms to elicit information - 
can control basic sentence forms but longer sentences 
may break down - can use simple sentences using common 
connectives - Errors in grammar and vocabulary are 
common and may impede communication - Pronunciation 
may often be faulty and impede communication. 
3- Able to convey only simple moaning on familiar topics 
able to respond to simple questions and statements - limited ability to initiate conversation - basic 
sentences forms are uoed but there are frequent errors 
- essentially unable to link sentences or use 
modifiers - frequent pauses In search of words - 
pronunciation strongly influences by let language and 
significantly interferes with conversation. 
2- Little communication other than very basic information 
- uses very limited vocabulary - utterances comprioe 
isolated words or memorized phraocr - Pronunciation 
strongly influenced' by lot language often 
unintelligible. 
1- 9osically unable to cpcnY, F: nglich - icv i3olatcd 
"o. -dc, memorized phracco 
ýf 
0- Abrcnt. 
Appendix 4.6a: SPSST-Test Results for Gender Differences in Skills EPT for 
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Appendix 4.6b:: SPSS T Test Results for School Background Differences 
in Skills CPT for Preliminary Study 
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Appendix 4.7: Preliminary Study Questionnaire 
Examiner Onlý 
17ris questionaire is designed to provide information for research purposes. Your 
answer to the question will be kept confidential. Please answer each question as 
accurately as you can. Thank you for your cooperation. 
Mairic no: 
Programme: 
1. Sex 
M 
2. Secondary school attended in the last two years. 
*Category of school: G- Government 
P- Private 
Name of school(s) *Gm Town/City, 
State 
Year(s) 
3. Please tick the English tests that you have taken and state the results. 
Yes No Results 
a) SRP English 
b) SPM English 
c English 1119 
d TOEFL 
e IELTS 
4. Did you attend any English language courses while you were waiting for your 
SPM results? 
Yes 
No - --, Noshlcasc ýo to gucstion 9). 
0 
I _=. 1 
5. Please state the duration of the course. 
months. 
6. Please tick the areas that the language course dealt with 
Area of language 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing 
e Reading 
Vocabulaty 
Others lease specify) 
7. Please tick on the scale the adjective that best describes your ability in the 
different areas of English language before you entered the language course. 
Poor Fair Good Excellent 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing 
e) Reading 
Q Vocabul ary 
8. Please tick on the scale the adjective that best describes your ability in the 
different areas of English language after you completed the English language 
course. 
Poor Fair Good Excellent 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing. 
_ c) heading 
f Vocabul_uy 
9. Please tick on the scale below, the adjective that best describes your culTCtll 
proficiency in English in general. How good are you now in general: 
Poor Pair rood Excellent I Poor 
10. Please tick on the scale, the adjective that best describes your current 
proficiency in English lör the different areas below. How good are you now in: 
Poor Fair Good Excellent 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing 
e Reading 
f) Vocabul 
11. With your current proficiency in English, please tick the degree of confidence 
you feel to attend courses that are conducted in English in this university. 
F-I 
I 
Highly confident 
Somewhat confident 
Pair Good Excellent 
Not confident 
Appendix 4.8: Classical Item Analyses Results for 1996 Preliminary Study 
Item Proportion Discrimination Point Proportion End orsing Point Key 
No. Correct Index ßiserial Alter- 
native 
Total Low High Diserial 
1 . 46 . 52 . 
42 I . 11 . 16 . 01 -. 
18 
2 . 16 . 19 . 
09 -. 12 
3 . 46 . 28 . 80 . 
42 
4 . 
27 . 
36 . 
09 -. 24 
Others . 00 . 00 . 
00 -0.05 
2 . 76 . 
33 . 30 
1 . 02 . 03 . 03 . 
03 
2 . 76 . 60 . 93 . 
30 ' 
3 . 21 . 34 . 
04 -. 30 
4 . 01 . 
03 . 00 -. 
08 
Others . 
00 . 
00 . 
00 
. 
00 
3 . 94 . 09 . 
20 I . 02 . 05 . 
00 -. 17 
2 . 94 . 
88 . 
98 . 20 
3 . 
02 . 
03 . 02 -. 
07 
4 . 01 . 
03 . 00 -. 
10 
Others . 00 . 
00 . 00 . 
00 
4 . 44 . 
45 . 36 
1 . 12 . 17 . 
06 -. 18 
2 . 28 . 40 . 15 -. 
19 
3 . 16 . 20 . 
11 -. 10 
4 . 44 . 
23 . 
68 . 
36 
Others . 00 . 00 . 00 . 
00 
5 . 61 . 
31 . 21 
1 . 13 . 15 . 
13 -0.08 
2 . 61 . 
47 . 78 . 
21 
3 . 
14 . 20 . 
07 -. 09 
4 . I1 . 
18 . 02 -. 
15 
Others . 
00 . 00 . 
00 . 01 
6 . 
88 . 17 . 
19 1 . 05 . 
06 . 
01 -. 10 
2 . 03 . 
02 . 00 -. 
05 
3 . 
05 . 11 . 
01 -. 14 
4 . 88 . 81 . 98 . 
19 " 
Others . 00 . 
00 . 00 
7 
. 
54 . 
32. . 
25 1 . 
30 . 
37 
. 
18 -. 15 
2 . 05 . 05 . 01 -. 08 
3 . 10 . 
15 . 07 -. 
11 
4 . 
54 . 
42 . 
74 . 
25 
Others . 00 . 00 . 00 -0.07 
8 . 80 . 
15 . 16 
1 . 19 . 25 . 
12 -. 16 
2 . 80 . 73 . 87 . 16 
3 . 01 . 00 . 01 . 09 
4 . 00 . 01 . 00 -. 
12 
Others . 00 . 00 . 00 -0.07 
9 . 40 . 
43 . 
33 I . 11 . 
14 . 
04 -. 10 
2 . 40 . 22 . 65 . 33 
3 . 29 . 36 . 18 -. 15 
4 . 
20 . 
27 
. 
12 -. 15 
Other . 01 . 
00 . 00 . 01 
10. . 43 . 
45 . 
37 I . 43 . 
21 . 
66 
. 37 
2 . 24 . 35 . 
11 -. 21 
3 . 05 . 07 . 
02 -. 12 
4 . 28 . 36 . 21 -. 14 
Other . 00 . 00 . 
00 -0.07 
11 . 
94 . 15 . 
29 1 . 02 . 02 . 00 -. 06 
2 . 02 . 07 . 00 -. 27 
3 . 94 . 85 1.00 . 29 
4 . 
02 
. 
05 . 00 -. 15 
Other . 00 . 00 . 00 

Other 
Other 
Other 
Other 
Other 
Other 
Appendix 4.9: Rasch Analysis Results for Preliminary Study 
a) Estimatcs of Itcm Difficulty 
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Appendix 4.10: CLA Ratings for Reading EPT (Preliminary Study) 
Item no Lex Mor Syn Pg Coh Org Ide Man Heu Img Dia Reg Stc 
12012200000002 
22012200000001 
320122000000 '0 1 
42012200000002 
52012000000001 
62012200000001 
72012200000002 
82012200000001 
92012200000002 
10 2012200000001 
11 1012220000000 
12 1012220000000 
13 1012220000000 
14 1022221000000 
15 1022210000000 
16 1012210000000 
17 1012210000000 
18 1012210000000 
19 1012210000000 
20 2112210000000 
21 2012210000000 
22 1012210000000 
23 2012210000000 
24 2012210000000 
25 2012112000000 
26 2002112000000 
27 2022120000000 
28 2002120000000 
29 2002112000000 
30 2002112000000 
31 2002112000000 
32 2022102000000 
33 2022110000000 
34 1012221000000 
35 1012221000000 
36 1012221000000 
37 1022221000 *0 00 
38 2022222000000 
39 2022222000000 
40 2012100000001 
41 1022211000000 
42 1012211000000 
43 2022111000000 
44 2012222000000 
45 2012222000000 
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APPENDIX 5.1: QUESTIONNAIRES TO STUDENTS FOR 1997 MAIN STUDY 
This questionaire is designed to provide information for research 
purposes. Your answer to the question will be kept confidential. Please 
answer each question as accurately as you can. Thank you for your 
cooperation. 
Matric no: 
Programme: 
1. Sex 
2. Secondary school attended in the last two years. 
*Category of school: G- Government 
I'- Private 
Name of school(s) 
I 
3. Please tick the English tests that you have taken and state the results. 
Yes No Results 
a) SRP English 
b) SPM English 
c) English 1119 
d TOEFL 
e) IELTS 
* G/P Town/City, 
State 
Year(s) 
4. Did you attend any English language courses while you were 
waiting for your SPM results? 
Yes 
No lease go to question 9) 1 77771 
Yes 
No (please go to question 9) 
5. Please state the duration of the course. 
months. 
6. Please tick the areas that the language course dealt with 
Area of language 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing 
e) Reading 
Vocabulary 
Others (please specify) 
7. Please tick on the scale the adjective that best describes your ability 
in the different areas of English language before you entered the 
language course. 
Poor Fair Good Excellent 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing 
e) Reading 
f. ) Vocabulary 
8. Please tick on the scale the adjective that best describes your ability 
in the different areas of English language after you completed the 
English language course. 
Poor Fair Good Excellent 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing 
e) Reading 
f. ) Vocabulary 
9. Please tick on the scale below, the adjective that best describes your current 
proficiency in English in general. I-low good are you now in general: 
Poor Fair Good Excellent 
10. Please tick on the scale, the adjective that best describes your 
current proficiency in English for the different areas below. I-low 
good are you now in: 
Poor Fair Good Excellent 
a) Speaking 
b) Listening 
c) Grammar 
d) Writing 
e) Reading 
f. ) Vocabulary 
1 1. With your current proficiency in English, please tick the degree of 
confidence you feel to attend courses that are conducted in English in 
this university. 
0 
Highly confident 
Somewhat confident 
Not confident 
Appendix 6.1: Sample of 1997 Reading Skill 
EPT 
READING PASSAGE I 
Read (lie following passage and write your short answers to the questions that follow in 
the Answer Booklet. 
TACKLING THE ROOT CAUSE OF CHILD ABUSE 
I am heartened to note the great interest taken by the public and our leaders in the problem of 
child abuse - an interest no doubt nurtured by the media, which has played a significant role in 
highlighting child-abuse"cases. Nonetheless, I cannot help but feel that much of the outcry is 
nothing more than a knee jerk response to the problem and that we have not made any 
significant attempts or progress in tracing the causative factors and addressing the root causes 
of the problem. 
No doubt the sight of the scarred body of a tormented child is heart-wrenching. And this 
image tends to evoke an immediate outcry that the perpetrator must be made to pay for the 
suffering he or she has brought upon the child. But would that really solve the problem or 
bring relief to the many (who continue to suffer in silence) because no one considers the abuse 
which they suffer severe enough to warrant their interference? 
Assuming that we amend the laws to increase the maximum jail sentence under the Child 
Protection Act 1991 (as proposed by the National Unity & Community Development Minister 
Datin Paduka Ismail and the Inspector-General of Police Tan Sri Abdul Rahim Noor), or even 
impose the death penalty (as suggested by Datuk Lee Lam Thye) would child abuse cease to be 
a problem? Would a four-year jail sentence imposed on Mohd Norfitri Zulkifli's father be of 
any solace to the child who has suffered brain damage, or be a real deterrent to another child 
abuser in the future? Or would it have been any different if the punishment had been any 
harsher? 
I have my doubts. The punishments for many criminal offences have been revised from time to 
time with little or no effect on the rate of crime. The prospect of facing the death penalty has 
not deterred the drug traffickers. In the end, we tend to set up more high courts and appoint 
more judges to try the traffickers. 
In any case, there is no need to introduce harsher penalties when the Penal Code can easily 
cover the more serious cases. But that is where our real problem is: our tendency to 
pigeonhole every problem or to give it a label. If it is child-abuse, then the charge is under the 
Child Protection Act; if children loaf about, they find themselves being tagged delinquents; if a 
battered woman tells the police that divorce proceedings arc pending, they tell her "it's a civil 
case" and scud her horse; if we try to address the issue of domestic violence, we get lost 
distinguishing between violence against Muslims and non-Muslims. 
We often pay scant attention to a child who is being abused regularly if the injuries inflicted arc 
minor, and the child only gets attention when it is already too late. We arc enraged at the 
prevalence of child-abuse cascs, but we are indifferent to an equally horrifying aspect of 
domestic violence: wife battery. Unless we learn to abhor all forms of domestic violence, we 
can never get beyond wondering again and again: "How could : uryonc behave worse than an 
animal.. 
To my mind, merely amending the law and enhancing the punishment would be the easiest and 
least effective of the solutions. It would be much more fruitful to make long-term plans and 
changes in the following areas. One would be childcare which is the responsibility of the whole 
community and not just the mother. Therefore, serious attempts must be made by the 
Government and the private sector to provide proper child-care centres in each neighbourhood 
and at workplaces so that parents have a proper support system for childcare to relieve them 
when either or both arc at work: Also, employers must, whenever possible, be prepared to 
allow flcxi-hours for their employees so that arrangements can be made to ensure that at least 
one parent can be home to look after the children. 
Another area is directing and training school heads and teachers to look out for and deal with 
abused pupils in their respective schools so that action *can be taken early. Additionally, 
welfare officers must be adequately trained to detect, counsel and deal with child-abuse 
victims, the perpetrators, and family members so that child abuse is nipped in the bud. The 
Government should appoint more welfare officers to deal specifically with domestic violence 
cases as welfare officers who have to deal with all kinds of cases end up doing poor 
supervisory work or counselling in child-abuse cases. 
The Juvenile Courts Act and the Child Protection Act must also be amended to allow various 
alternative forms of punishment so that the courts can impose the sentence or order most 
appropriate for each case. As well as this, the police must be directed to respond positively and 
sympathetically to all cases of domestic violence. Finally, community leaders and Rukun 
Tetangga members should play a part in reporting known cases of child abuse in their 
neighbourhood or in helping to counsel or supervise the abuser and his or her family. 
Ultimately, it must be recognised that the problem of child abuse is a social problem that 
requires the participation of society as a whole to minimise it. 
The biggest mistake we would be making is to treat it as just another crime. 
I. The writer feels by public interest in the child abuse problem. 
A. cxcitcd C. cncouragcd 
13. dcpresscd D. angcrcd 
%\'lint do the following words/expressions refer to/mean? Write A, B, C or B in your 
answer booklet. 
2. `hcarl-wrcnching' moans 
A. Iifc-threatening C. very common 
B. deeply disturbing D. insufficient 
3. 'warrant' nicans 
A. justify C. enlist 
B. force D. block 
4. `the many' refers to 
A. child abusers C. abuse cases 
B. concerned families D. abuse victims 
5. `solace' means 
A. compensation C. satisfaction 
B. consolation D. assistance 
'deterrent' means 
A. discouragement C. punishment 
B. warning D. precedent 
7. the solutions' refers to the solutions to 
A. violence as a whole C. wife battery 
13. domestic violence D. child abuse 
8. 'them' rcfcrs co 
A. attcmpts C. parcnts 
13. workplaccs D. govcrnmcnt and private scctor 
9. 'nic writcr says that we foci by wifc battery. 
A. cnragcd C. horrified 
B. unconccrncd D. disturbcd 
10. The two types of domestic violence mentioned in the passage are 
and 
Read the following statements. In your answer booklet write whether you think they are 
TRUE, FALSE or NOT STATED in the reading passage. 
Z' F NS 
11. The writer believes the death penalty is an 
appropriate punishment for serious crimes. 
12. The writer says that current legal punishments for 
serious child abuse are sufficient. 
13_ Thc'writcr suggests that only a certain group would 
need to help reduce the problem of child abuse. 
14. Another word in the passage which means the same as "perpetrator" is 
Write the answer of your choice from the options A, B, C or D in the spaces provided in 
your answer booklet. 
15. Welfare officers would be more cffcctive if they 
A. were appointed by the government 
B. dealt with all sorts of cases 
C. dealt with specific social problems 
D. did only supervisory work 
16. According to the passage, which of the following people need to be instructed in ways 
of detecting and dealing with child abuse? 
A. police officers and court officials 
B. employers and parents. 
C. child minders and lawyers 
D. education and welfare personnel 
READING PASSAGE 11 
Read the following passage and write your short answers to the questions that follow in 
(lie Answer Booklet. 
MULTI-DIMENSIONAL APPROACH NEEDED 
TO ADDRESS PROBLEM OF CHILD ABUSE 
No news item in our media has evoked so much public disgust as the subject of child abuse 
which has emerged as a serious social problem. 
I would like to draw attention to the comments made by the secretary-general of the Ministry of 
National Unity and Social Development, Dr. Zainul Ariff Hussain, in the Malaysia Mari Iiii TV 
programme when he spoke of child abuse as a serious societal problem. Just like Dr. Zainul 
Ariff, I too believe in prevention rather that cure. And just like the drug problem, I am 
convinced that the solution to the child abuse problem lies in finding ways to prevent it from 
occurring rather than allowing it to happen and then talking about its cure. But the fact still 
remains that if education on the child abuse problem fails to produce the desired result, then 
punishment commensurate with the offence has to be meted out as an act of justice. I subscribe 
to the view that the main thrust of any action taken to combat the child abuse problem lies in 
education to create awareness, particularly among families, of the need to love and protect 
children and not to abuse them. Efforts to instil awareness lie not only with the Government 
and its various agencies, but also with the non-governmental organisations (NGOS), voluntary 
bodies and civic groups. 
But what is most vital is the family itself and its role in child care and protection. In this 
connection, there is a need to build truly caring families imbued with strong moral and caring 
values. Problematic families are the source of many of the social problems we encounter 
today. Counselling units must be set up to provide guidance and assistance to these families 
and help them cope with the problems of bringing up children. We have to bear in mind that a 
caring society begins with a caring home and a caring family. The home is the basic unit of 
society. 
While education and the development of strong and caring family institutions play a crucial 
role in preventing child abuse, stringent law enforcement and stricter penalties are equally 
important. In this connection, I share the views of Inspector-General of Police Tan Sri Abdul 
Rahim Noor who has directed the Criminal Investigation Department to look into the 
possibility of introducing harsher penalties against child abusers. Conviction of child abusers 
has always been a problem and in this regard I also welcome the IGP's statement that police 
officers would be sent abroad to study laws on child abuse and gather information on 
investigation and prosccution to boost conviction rates. It is necessary that offenders arc not 
only brought to court but also that they do not get away on technical grounds. Police officers 
have to study new methods of investigation and prosecution in order to handle complex child 
abuse cases. 
"I1ic time has come for a multi-dimensional approach to address the problem of child abuse 
involving the Government and its agencies, NGOs, social and welfare bodies, concerned groups 
including neighbours. Tlicre must be a concerted effort by all parties to view child abuse cases 
with utmost seriousness and to address them in the most effective way. I fully subscribc to a 
recent newspaper editorial which stated that the fight against child abuse will come a long way 
when it is no longer considered a "private natter. " 
What do the following words from the text refer to? Write A, B, C or D in your answer 
booklet. 
17. it 
A. prcvcntion C. child abuse problcm 
B. curc D. dadah abuse problem 
18. thcm 
A. govcrnmcnt agencies C. concerned groups 
B. NGO's D. child abuse cases 
Complete the summary by choosing ONE appropriate word from the teri for each gap. 
Write your answers in the appropriate spaces in the answer booklet. 
Child abuse provokes a reaction of (e. g) disgust among the public. The writer agrees with the 
minister'about the best solution for the child abuse problem which lies in (19) 
However, if all else fails suitable punishment must be (20) out to abusers. 
Efforts to prevent child abuse should concentrate on (21) to develop 
(22) These efforts must focus on the (23) . 
lliis is 
because the home is the foundation stone of (24) . 
However, this alone is 
not enough. Law enforcement is a (25) factor also. Child abusers should 
fact (26) punishments for their crimes. Police officers should be trained 
overseas to help prepare them to deal with (27) cases involving child 
abuse. All the parties involved in dealing with child abuse need to adopt a more comprehensive 
(28) to the problem. 
29. The writer's point of view is that the problem of child abuse is a 
A. private family matter 
B. legal and police matter 
C. concern for the whole society 
D. government responsibility 
READING PASSAGE III 
Read the following passngc and write your short answers to the questions that 
follow in 
the Answer Ilooklct. 
WIZEN THE SEX ABUSER IS FAMILY 
Don't talk to strangers. Don't accept anything from anyone you don't know. And most of all, 
never trust them. Stranger danger! To keep our children safe, we often tell them to be w ry 
of strangers. But today, danger lurks even behind the most familiar, smiling faces. 
Incest and intrafamilial sexual abuse used to be isolated cases, but now it is quite common to 
come across them in the newspapers. Fathers rape their daughters, stepfathers sodomise their 
nieces and nephews and even grandfathers take advantage of their grandchildren. What's even 
more unfortunate is that in such cases, where the perpetrator is family, not only will the victim 
suffer the trauma*and effect of rape but it would be even more difficult for him or her to cry for 
help. Besides the shame and humiliation of relating this incident, teenage victims have to 
consider whether anyone will believe them. This issue was among many others discussed at 
the 3rd National Conference on Child Abuse and Neglect organised by the Malaysian 
Association for the Protection of Children, the Malaysian Council for Child Welfare, the 
Welfare' Department and the Suspected Child Abuse and Neglect Team (SCAN). The 
conference, held at the Institute of Paediatrics, Hospital Kuala Lumpur recently, was opened by 
National Unity and Social Development Minister, Datin Paduka Zaleha Ismail. 
Welfare Department assistant director of the children and family division, Vijaya Kumari 
Pillai, said when a case involving a teenager was brought to light, he or she would have been 
sexually abused many times already. "Victims who come forward usually say that, it was the 
first time such a thing had happened but usually it was not and they would open up alter some 
time, when their confidence had been gained. Then we would discover that they had been 
sexually abused, as early as when they were seven, " Kumari said. 
Kumari added that what usually deters young sexually-abused children from coming forward is 
the uncertainty and confusion, and the perpetrator's threats. The perpetrator usually starts 
slowly - by "accidentally" touching. Later he 
becomes more daring and finally rapes the child. 
"During the initial stages the child is confused and doesn't complain to anyone. Because of the 
trust and the bond between the two, the victim is uncertain if what is happening is really a 
move to sexually abuse him or her. Later when sexual intercourse occurs, the child is too 
afraid to tell anyone for fear that no one will believe her or that the perpetrator will carry out 
his or her threat, " Kumari said. Kumari said there have been cases where the perpetrators 
threatened to commit suicide if anyone got to know about what had happened. "Soon the child 
adapts herself, accepts the abuse and carries on as an unwilling sexual partner. Some older 
victims pluck up the courage to expose their attackers or the perversion but would stop and 
think again for fear that others might accuse them of encouraging the act, seeing that it took so 
long for them to report the matter. " Worse still, in some cases where the father is the abuser, 
the mother will just ignore the matter and if anything untoward happens to the father, the 
mother will try to get back at her child or children. 
Kumari described a case where two children aged 14 and 16 had been constantly raped by their 
stepfather, who had also raped his own children aged seven, nine and 11. The brother and 
grandfather of the children also took turns to sexually abuse the girls. When the younger men 
were convicted -jailed and caned - the mother took revenge by sending the children to welfare 
homes. But according to Kumari these statistics are just the tip of the icebere. "For every 
case reported, there may be 10 others that go unreported. " Hospital Kuala Lumpur paediatric 
unit head Dr. Molid Sham Kasim revealed that out of 284 cases of child sexual abuse since 
1985, the highest number of perpetrators was the natural fathers (32) and stepfathers (16). 
Then come the siblings and other relatives, mother's lover, neighbours, babysittcr and others. 
Dr. Mohd Sham said most familial sexual abuse occurred when the child had not been living 
with his or her natural parents for some time or in cases when the parents were separated or 
divorced. 
According to Dr. Astrid H. Hedger, paediatrician and director of the Centre for Vulnerable 
Children, University of South California, when a child has been sexually abused, there will be 
some indications which would show in his behaviour patterns. When approaching a suspected 
victim, one must be extra sensitive to establish a rapport so that the child would not suddenly 
clam up or be frightened away. Dr. Heger said drawings or toys like dolls can help make the 
topic non-threatening and of interest to the child. 
Echoing Dr. I lcger's views, Dr. Terrence Donald, director of Child Protection Services at the 
Adelaide Women's and Children's Hospital, Aristralia, said that during cross examination a 
child must be in a comfortable room that is friendly but not overwhelming. "l-he room may 
have a white board and an empty doll house but not too many toys that would distract the 
child's concentration totally" he said. 
He said dolls could be introduced later for the child to use to express his feelings or describe 
what happened. They were first used 17 years ago. In 1988,40 per cent of medical examiners 
used them and in 1991 almost 90 per cent were already using them in such cases, " he said. 
From experience, Dr. Donald said that video-taping the sessions rarely helped the child as the 
courts concentrated more on criticising the way the questions were posed rather than hearing 
what the child had to say. He added that it took a trained person to question the child as an 
unqualified person might not have the patience to wait for the child's answers which would 
come slowly and interruptedly in stages. 
He said while treatment programmes were also critical to the offenders, the familial sexual 
abusers should be given a chance to go home once they were fully rehabilitated so that 
everyone could start anew. 
30. 'bc M of strangers', means "be strangers" 
A. negative to 
B. scared of 
C. careful of 
D. hostile to 
31. 'danger lurks' means that danger 
A. prowls 
B. attacks 
C. appears 
D. wanders 
32. ' intrafamilial' means 
A. within the family 
B. between families 
C. from generation to generation 
D. between a parent and a child 
33. '"ibis issue was among many others discussed ...... 
' 
`"Iltis issue' refers to the victim's 
A. neglect 
B. experience 
C. trauma of rape 
D. reluctance to report 
34. 
... we would 
discover 
... 
' 'we' refers to 
A. conference participants 
B. members of SCAN 
C. the Welfare Department 
D. other family members 
35. `the tip of the iceberg' implies that the problem is 
A. not reported 
B. much more serious than it appears to be 
C. most likely magnified several times over 
D. under control 
36. 'critical' means . 
A. uncomplimcntary 
B. unfamiliar 
C. vcry important 
1). quitc cncouraging 
37. Most child victims of sex abuse report the matter after the 
first incident. 
A. Tnuc 
B. Falsc 
C. Not stated 
38. Teenage victims of scx abuse worry about the shame of their tcrriblc 
experience. 
A. repeating 
B. reliving 
C. recounting 
D. rcrncmUcring 
39. According to the passage, which of the following is not a reason for young sex abuse 
victims' reluctance to come forward? 
A. fear 
B. doubt 
C. cmbarassmcnt 
D. inadequacy 
40. ' The highcst number of child sex abusers arc the victim. ' 
A. related to 
B. neighbours of 
C. strangers to 
D. carers of 
41. Sex abuse is most likely to occur when the family unit has split up for wliatevvcr 
reasons. 
A. True 
B. False 
C. Not stated 
Complete the following table. Write your brief answers to questions 42,43,44 and 45 in 
the appropriate spaces in your Answer booklet. 
Dolls and cross-examination of abuscd children 
Dolls are used during cross-cxanünation of abused clºildren bccausc they make 
the issue (42) and (43) Futthcnnorc, the children 
can (44) and (45) 
46. In this article, it is suggested that scx-offcndcrs who abuse family members 
A. 
13. 
C. 
can be cured 
should be punished 
are usually cxposcd 
always escape detection 
The following questions refer to all three of the passages you have read. Choose which of 
the alternatives is (lie correct answer. Write A, B, C or D in your answer booklet. 
47. Sympathy for the offender (rehabilitation of the offender) is recommended in passages 
A. 1,2 
B. 1,3 
C. 2,3 
D. 1,2,3 
48. Which passage/passages ignores/ignore the role of law and enforcement? 
A. 1,2 
B. 2 only 
C. 3 only 
D. 2,3 
49. A common theme running through passages 1,2 and 3 is the : 
A. need to have harsher punishments for abusers 
B. inadequacy of current legislation on domestic violence 
C. seriousness of the problem of child abuse 
D. reluctance of victims to report their cases. 
50. Which passages concentrate on preventing the problem of abuse? 
A. 1,2 
B. 2,3 
C. 1,3 
D. 1,2,3 
Appendix 6.2: CT Item Analysis for Main Study (Reading EPT) 
Item Scale Proportion Discrimination Point Proportion Endorsing Point Key 
No. Item Correct Index Biserial Alter- 
native 
Total Low high Ifise- 
rial 
I 0-1 . 24 . 
33 . 31 
I . 23 . 22 . 17 ". 
03 
2 . 45 . 53 . 
34 -. 17 
3 . 24 . 10 . 
43 . 31 ' 
4 . 09 . 15 . 06 ". 
12 
Others . 00 . 00 . 
00 -. 09 
2 0-2 . 61 . 
37 . 33 
I . 27 . 35 . 
16 -. 21 
2 . 61 . 
44 . 80 . 
33 
3 . 03 . 08 . 
01 -. 17 
4 . 10 . 13 . 
04 -. 13 
Others . 00 . 00 . 
00 
3 0-3 . 46 . 
14 . 12 
I . 46 . 
34 . 
48 . 
12 
2 . 16 . 16 . 14 -. 
02 
3 . 13 . 17 . 14 -. 
05 
4 . 24 . 
32 . 
24 .. ON 
Others . 01 . 00 . 
00 02 
4 0-4 . 73 . 
46 . 42 
1 . 18 . 
33 . U4 . 31 
2 . 04 . 07 . 01 ". 
1 I 
3 . 04 . 10 . 
00 -. 21 
4 . 73 . 49 . 
95 . 42 
Others . 
00 . 00 . 
00 ". 01 
5 0-5 . 28 . 
04 . 
06 1 . 19 . 
17 . 27 . 
12 
2 . 28 . 
31 . 35 . 06 
3 . 47 . 
47 . 
34 -. 14 
4 . 
05 
. 06 . 
04 - 02 
Others . 01 . 00 . 
00 - 05 
6 0-6 . 
15 . 18 . 
24 I . 
15 . 
09 . 27 . 
24 
2 . 51 . 44 . 53 0O 
3 . 23 . 
33 . 11 -. 
22 
4 . 10 . 
14 . 09 ". U6 
Others . 00 . 00 . 00 ". 
04 
7 0-7 . 36 . 
14 . 12 
1 . 10 . 
08 . 07 -. 01 
2 . 36 . 29 . 
43 . 12 
3 . 08 . 08 . 07 -. 03 
4 . 46 . 
54 . 42 . 09 
Others . 00 . 00 . 00 -. U1 
8 0-8 . 89 . 
15 . 18 I . 
05 . 06 . 02 -. 08 
2 . 02 . 04 . 01 -10 
3 . 89 . 
82 
. 97 . 18 
4 . 03 . 07 . 01 -. 13 
Others . 00 . 
00 00 
. 00 
9 0-9 . 38 . 
43 . 36 1 . 17 . 
23 . 0') -. 
13 
2 . 38 . 21 . 63 . 36 
3 . 43 . 51 . 26 " 23 
4 . 03 . 05 . 02 -. 
06 
Other . 
00 . 00 . 00 -. 
04 
10. 0-10 . 60 . 
45 . 36 
1 . 
60 . 
39 . 
84 
. 36 
2 . 
37 . 
53 . 16 -30 
Other . 
03 . 00 . 00 ". 
19 
11 0.11 . 45 . 
32 . 27 
I . 
27 . 46 .II ". 
32 
2 . 45 . 
28 
. 60 . 
27 
3 . 27 . 
25 . 29 03 
Other . 
01 . 00 . 00 ". U: 
12 0-12 . 28 -. 
13 -. 11 1 . 28 . 33 . 19 -. 11 
2 . 49 . 43 (A . 
14 
3 . 22 . 
24 
. 
21 - 04 
Other . 
01 . 
00 . 00 " U2 
13 0-13 . 
83 . 20 . 
22 I . 07 .14 
02 "IN 
2 . 83 . 71 . ')1 
22 ' 
3 . 10 . 15 
07 " I! 
Other . 00 . 00 
14 0-14 76 . 30 . 30 1 . 
76 . 
58 
. 
88 
2 . 20 . 35 . 22 " 
2? 
15 0-15 -1 . as 
16 0-1 G1 . 57 
17 0-17 1 . 95 
Is o-18 1 . 84 
19 0-19 . 38 
20 1 0-20 . 67 
AI[ . 35 
. 39 
. 07 
. 
34 
. 16 
. 24 . 
27 
. 46 
. 43 
I . 46 19 21 V 2t 2 . 46 . 65 . 22 -. 
35 
Othcr . 08 . 
00 . 00 -. 19 
22 0-22 . 
47 . 68 . 
53 I . 47 . 
17 
62 
. 85 
12 
. 5J 
39 - 2 . 41 . . . 
Other . 12 . 
00 . 00 -. 22 
23 0-23 . 63 . 
30 . 27 
1 . 63 . 
46 . 76 
22 
. 27 
I6 - 2 . 29 . 
38 . . 
Other . 08 . 
00 . 0U -"20 
24 0-24 . 
58 . 
56 . 45 
1 . 58 . 
30 . 86 
12 
. 45 
31 " 2 . 34 . 
51 . . 
Other 08 . 00 
00 25 
25 0-25 . 18 . 
25 . 33 
1 
2 
18 
. 
74 
11 
. 73 
. 35 
. 64 
33 
-. I6 
Other . 08 . 
00 . 00 -. 11 
26 0-26 . 49 . 
55 . 44 
I . 49 . 
20 
64 
775 
25 
. 44 
31 - 2 . 43 . . . 
Other . 07 . 
00 . ()U -. 26 
27 0-27 . 43 . 
62 . 49 
I . 43 
2 . 50 . 73 . 
24 -. 3ö 
Other . 06 . 00 . 
00 - 22 
28 0-28 . 12 . 
24 . 32 
1 
2 
. 12 
. 79 
. 01 
. 76 
. 
25 
. 75 
. 32 
-. 0S 
Other . 09 . 
00 . 00 -. 29 
88 . 21 . 
27 1 . O8 . 
15 . 02 -. 
2 I 
29 0-29 . 2 . 01 . 
01 . 01 -. 03 
3 . 88 . 
76 . 97 . 27 
4 . 
03 . 05 . 
01 -. 14 
Other . 01 . 
00 . 00 -. 
01 
1 I 03 . 04 . 
01 -. 0 
30 0-30 . 91 . 
07 .1 2 
. 
. 05 . 
06 . 01 -. 
08 
3 . 91 . 88 . 
96 
- . 
11 
4 . 
01 . 01 
F2 03 
Other . 
00 . 00 . 
00 " 0') 
31 0-31 . 16 . 
05 . 12 
1 . 16 . 
14 . 19 
14 
. 11 
II ' 2 . 25 . 33 . . 
3 . 48 . 
40 . 
5') Itl 
4 . 10 . 11 . 
08 " 04 
Other . 01 . 
00 . 00 " 
01 
32 0 32 . 57 
49 . 40 
1 
2 
. 57 
. Jl 
. 35 
. 46 
8J 
. 14 
. 
40 
. 1') 
3 . 06 
01 - 11 
4 . 06 . 12 
02 . 11 
I 
. 39 
. 36 
. 46 
Other . 
03 . 
00 . 
00 -. 15 
I . 15 . 
16 . 
10 -. 09 
2 . 
34 . 47 . 
16 -. 27 
3 . 48 . 
31 . 
73 . 
35 
. 
02 . 
04 . 
01 -. 07 
Other 0.00 . 
00 . 
00 -. 08 
1 . 21 . 
22 . 
16 -. 07 
2 . 18 . 
29 . 
07 -. 24 
3 . 
02 . 
08 . 
00 -. 21 
4 . 57 . 
38 . 
78 . 
34 
Other 01 . 
00 . 
00 -. 01 
I . 
01 . 
01 0I -. 01 
2 . 01 . 
02 . 
00 -. 11 
3 . 
95 . 
91 . 98 . 
16 
4 . 
03 . 
06 . 
01 -. 14 
Other . 00 . 
00 . 
00 
I . 
04 . 
09 . 
01 -. 17 
2 . 
01 . 
03 . 
00 -. 13 
3 . 10 . 
15 . 
04 -. 15 
4 . 
84 . 
71 . 
95 . 
27 
Other . 
00 . 
00 . 
00 -. 07 
I . 
38 . 19 . 
65 . 
39 
2 . 59 . 
74 . 
35 -. 33 
Other . 
03 . 
00 . 
00 -. 16 
I . 67 . 
45 . 
ß8 J6 
2 . 30 . 
50 . 
12 -. 33 
Other . 
03 . 
00 . 
00 -II 
1 46 . 19 . 
76 . 46 . ab 
Other 00 . 
00 .W- 
09 
. 
35 . 
28 1 . 
04 . 
09 .2-. 
15 
0-33 . 
43 
2 . 
06 . 
06 . 
03 -. 04 _ 
3 . 46 . 
58 . 
34 -. 19 - 
4 . 
43 . 
26 . 61 . 
28 
- 
Other . 
00 . 
00 . 
00 - 09 - 
13 . I6 
1 . 03 . 
03 . 
03 . Oll 
0-34 . 91 2 . 
03 . 
07 . 
00 -. 14 
3 . 
91 . 
83 . 
96 . I6 
4 . 
02 . 
04 01 ". 10 
Other . 
01 . 
00 . 
00 -"I2 
_ 
0-35 7 . 
34 . 
27 1 . 
23 . 
28 14 -. 12 
_ 
2 . 57 . 
38 . 72 . 
27 
3 . 
11 . 
18 . 
08 -. 12 
4 . 
09 . 13 . 
06 -. 13 
Other 01 . 00 
W 13 
0-36 . 
50 . 
34 . 
28 1 . 26 . 
31 . 
19 -. 09 
2 . 
06 . 
08 . 
04 -. 06 
3 . 50 . 
35 . 70 . 
28 
4 . 
17 . 
23 . 07 -. 
20 
Other . 
01 . 
00 . 
00 -. II 
18 . 21 
I . 06 . 
12 . 
00 -. 16 
0-37 . 
87 
2 . 
87 . 
76 . 
94 . 
21 
3 . 
05 . 
07 . 
06 -0S 
Other . 02 . 
00 . 00 -. 
17 
8 0-38 . 13 . 
23 . 
31 1 . 13 . 
18 707 -. 1.1 
2 . 21 . 
15 . 
25 . 11 
3 . 13 . 
05 . 
28 "31 
4 . 51 . 
58 . 40 ". 
17 
Other . 
01 . 00 "00 
13 
0-39 . 65 . 
35 . 30 
1 US 12 . 01 
21 
2 . 
18 . 
24 . 
11 -. IS 
3 . 11 . 
19 . 
11 ". 10 
4 . 65 . 
42 . 78 . 
30 
Other . 
01 . 00 "00 -. 
12 
10 0-40 . 
76 . 
22 . 
22 I . 
76 . 64 . 
86 . 
22 
2 . 01 . 
02 . 
00 -. 01 
3 . 02 . 
05 . 
01 -. 16 
4 . 20 . 
26 . 
14 -. 13 
Other . 01 . 
00 . ()0 -" 
13 
41 0-41 . 69 . 
27 . 
27 I . 
69 . 
56 . 
83 . 27 
2 . 10 . 
18 . 
06 -. 15 
3 . 19 . 
22 . 11 -. 
IS 
Other . 01 . 
00 . 00 -. 
16 
42 0-42 . 61 . 
48 . 39 
1 . 61 . 
35 . 83 . 39 
2 . 31 . 46 . 
17 -. 26 
Other . 08 . 
00 . 
00 -. 26 
43 0-43 . 45 . 
44 . 
35 I . 45 . 
23 . 67 . 
35 
2 . 46 . 
66 . 
32 -. 19 
Other 09 . 00 
00 27 
44 0-43 . 
40 . 
38 . 33 
I . 40 . 
23 . 61 . 
33 
2 . 49 . 
58 . 
39 -. 16 
Other . 
11 . 
00 . 00 -. 
26 
45 0-45 . 
44 . 
41 . 35 
1 . 44 . 
24 . 66 
)S 
2 . 44 . 
52 . 
32 17 
Other . 13 . 
00 . 00 -. 
27 
57 . 
44 . 36 
1 . 57 . 
32 '76 . 
36 
46 0-46 7 . 27 . 
42 . 
14 -. 26 
33 0-33 . 43 . 
3S . 28 
34 0-34 1 . 91 
4 
. 
07 . 10 
U2 I3 
4 117- ul "U} S 11 
1- 
3 
47 0-47 . 31 . 
32 . 31 
Iy 
1" IT 
Other Wl. 
z . 31 
!I 
3 II 
4 10 
ocher " It 
48 
101 G 
24 Ua I'J 
3 . 45 . 
22 71 JK 
4 . 11 
19 Ud 14 
other . 01 . 
00 . 00 -. 
10 
49 0-49 . 67 . 
24 . 22 
1 
2 
. 07 
. 16 . 
. 13 
. 18 
. 01 
. 15 
-. 16 
-. 03 
3 . 
67 . 
55 . 80 . 
22 
4 . 10 . 12 . 
04 -. 14 
other . 01 . 00 . 
00 -. 10 
50 0-50 . 54 . 
53 . 42 
1 
2 
. 
54 
. 17 
. 
26 
. 
28 
. 
80 
. 
09 
. 42 
-. 17 
3 . 06 . 10 . 
01 -. 14 
4 . 
21 . 
31 . 11 -. 
22 
Other . 02 . 00 . 
00 -17 
Appendix 6.3: Rasch Item Analysis Results for Main Study (Reading CP'I') 
Item 
no. 
Difficulty Std. 
Error 
Chi 
Square 
Item 
no. 
Difficult 
y 
Std 
Error 
Chi 
Square 
17 -2.961 0.198 8.085 36 0.189 0.090 20.625 
34 -2.300 0.151 35.804 * 26 0.245 0.090 22.253 
30 -2.277 0.150 24.703 15 0.300 0.090 20.972 
8 -2.047 0.138 17.070 22 0.324 0.090 54.676 * 
29 -1.884 0.130 21.031 3 0.372 0.090 62.306 * 
37 -1.867 0.130 14.674 21 0.403 0.090 22.631 
18 -1.605 0.119 10.423 48 0.411 0.090 30.500 * 
13 -1.522 0.116 10.686 11 0.427 0.090 14.495 
14 -1.070 0.104 26.210 43 0.435 0.090 18.459 
40 -1.039 0.103 20.827 45 0.491 0.091 12.435 
4 -0.858 0.099 28.485 27 0.499 0.091 40.487 * 
41 -0.688 0.096 36.633 * 33 0.540 0.091 6.358 
49 -0.563 0.095 28.997 44 0.638 0.091 26.410 
20 -0.563 0.095 13.455 19 0.737 0.092 21.821 
39 -0.485 0.094 24.716 9 0.771 0.093 23.480 
23 -0.366 0.092 35.091 * 7 0.864 0.094 47.652 * 
42 -0.258 0.091 10.501 47 1.086 0.096 35.100 
2 -0.258 0.091 14.764 12 1.228 0.099 146.387 * 
10 -0.218 0.091 12.098 5 1.237 0.099 126.044 
24 -0.137 0.091 28.308 1 1.503 0.104 22.393 
32 -0.121 0.091 16.865 25 1.870 0.114 23.278 
16 -0.104 0.090 27.290 31 2.006 0.119 40.337 * 
46 -0.096 0.090 24.175 6 2.109 0.122 27.774 
35 -0.088 0.090 23.143 38 2.251 0.128 13.993 
50 0.031 0.090 27.108 28 2.407 0.135 14.332 
Appendix 6.4: Characteristics of Items Rejected by Rasch Analysis Only 
Item Logit Difficulty Discriminant 
index 
Point 
biserial 
Alterna- 
five 
Total Low high 11i-s rial Key 
22 0.324 . 47 . 68 . 
53 I . 47 . 
17 . 85 . 
53 
2 . 41 . 
62 . 12 -. 
39 
23 -0.366 . 63 . 
30 . 27 
Other 
I 
. 12 
. 
63 
. 00 
. 46 
. 00 
. 
76 
-. 22 
. 
27 
2 . 29 38 . 
22 -. 16 
27 0.499 . 43 . 
62 . 49 
Other 
1 
. 08 
. 43 
. 00 
. 13 
. 00 
. 
75 
-. 20 
. 49 
2 . 
50 . 73 . 
24 -. 38 
Other . 06 . 00 . 
00 -. 22 
41 -0.688 . 69 . 
27 . 27 
I 69 . 56 83 . 
27 
2 . 10 . 18 . 
06 -. 15 
3 . 19 . 
22 . 11 -. 15 
Other . 01 . 
00 . 00 -. 
16 
48 0.411 . 45 . 
48 . 38 
1 . 27 . 
33 . 16 -. 
15 
2 . 16 . 
24 . 08 -. 19 
3 . 45 . 22 . 
71 . 38 
4 . 11 . 
19 . 06 -. 14 
Other . 01 . 
00 . 00 -. 
10 
Appendix 6.5: Rasch Analysis Raw Score Conversion 'T'able for 
Reading CPT in Main Study (Estimates of Ability) 
Number 
correct 
Ability 
(the(a) 
Standard 
error 
Frequency Cumulative 
frequency 
0 """" """" 0 0 
I. -4.65 1.046 0 0 
2. -3.88 0.760 0 0 
3. -3.41 0.636 0 0 
4. -3.06 0.564 0 0 
5. -2.77 0.515 0 0 
6. -2.52 0.480 0 0 
7. -2.31 0.452 0 0 
8. -2.11 0.431 0 0 
9. -1.94 0.413 0 0 
10. -1.77 0.398 0 0 
11. -1.62 0.386 2 2 
12. -1.47 0.375 3 5 
13. -1.33 0.366 3 8 
14. -1.20 0.358 4 12 
15. -1.08 0.351 4 16 
16. -0.95 0.345 13 29 
17. -0.84 0.340 13 42 
18. -0.72 0.335 17 59 
19. "-0.61 0.331 19 78 
20. -0.50 0.328 23 101 
21. -0.39 0.326 28 129 
22. -0.29 0.324 27 156 
23. -0.18 0.322 34 190 
24. -0.08 0.321 31 221 
25. 0.03 0.320 34 255 
26. 0.13 0.320 29 284 
27. 0.23 0.321 27 311 
28. 0.34 0.321 33 344 
29. 0.44 0.323 21 365 
30. 0.55 0.325 31 396 
31. 0.65 0.327 20 416 
32. 0.76 0.331 27 443 
33. 0.87 0.334 16 459 
34. 0.99 0.339 24 483 
35. 1.11 0.344 18 501 
36. 1.23 0.351 14 515 
37. 1.35 0.358 6 521 
38. 1.48 0.367 14 535 
39. 1.62 0.377 2 537 
40. 1.77 0.389 4 541 
41. 1.93 0.403 8 549 
42. 2.09 0.420 2 551 
43. 2.28 0.442 2 553 
44. 2.49 0.469 2 556 
45. 2.72 0.504 1 556 
46. 3.00 0.553 0 556 
47. 3.34 0.625 I 557 
48. 3.79 0.750 0 557 
49. 4.54 1.037 0 557 
50. ..... ..... 0 557 
Table 6.6: Z-Distribution Statistical Table 
'Column A hus the t. snwe valucs. 
Column it provides the proportion of area between the mean and the '-score value. 
Column C provides the pnryx rtion of area in the tail beyond the a-Scott. 
Note: Because the nomtal distribution is symmctrical. proportions for negative a-scores me 
the same as those for positive 'scores. 
mem 
NI (s) (C) 
PROPORTION PROPORTION 
BETWEEN IN THE TAIL 
z MEAN AND z BEYOND z 
0.00 . 
0000 . 
5000 
0.01 . 
0040 . 
4960 
0.02 
. 
0080 . 
4920 
003 . 
0120 . 
4880 
0.04 . 
0160 . 
4ß4O 
0.05 . 
0199 . 
4801 
006 
. 
0239 . 
4761 
0.07 
. 
0279 . 
4721 
0.08 
. 
0319 . 4681 
0.09 
. 
0339 . 
4641 
0.10 
. 
0398 . 
4602 
0.11 
. 
0438 . 
4562 
0.12 
. 0478 . 
4522 
0.13 
. 
0517 . 
4483 
0.14 
. 
0557 . 
4443 
0.45 
. 
1736 . 
3764 
0.46 
. 1772 . 
3228 
0.47 
. 
1808 . 
3192 
048 
. 
1844 . 3756 
0 49 
. 
1879 . 
3121 
050 
. 
1913 . 
3085 
0.51 
. 
1950 
. 
3050 
0.52 
. 
1985 . 
3015 
0.53 
. 
2019 
. 
2981 
0.54 
. 
2054 
. 
2946 
0.35 
. 
2088 
. 
2912 
0.56 
. 
2123 
. 
2877 
0.57 
. 
2157 
. 
2843 
0.38 
. 
2190 
. 
2810 
0.59 
. 
2224 
. 
2776 
0.60 
. 
2257 
. 
2743 
0.61 
. 
2291 
. 
2709 
0.62 
. 
2324 
. 2676 
0.63 
. 
2357 " . 
2643 
0.64 
. 
2389 
. 
2611 
0.65 
. 
2422 
. 
2578 
0.66 
. 
2454 : 7546 
0.67 
. 
2486 
. 
2514 
0.68 
. 
2517 
. 
2483 
0.69 
. 
2349 
. 
2451 
0.70 
. 
2580 
. 
2420 
0.71 
. 
2611 
. 
2389 
0.72 
. 
2642 
. 
2358 
0.73 
. 
2673 
. 
2327 
0.74 
. 
2704 
. 
2296 
0.75 
. 
2734 
. 
2266 
0.76 
. 
2764 
. 
2236 
0.77 
. 
2794 
. 
7206 
0.78 
. 
2823 
. 
2171 
0.79 
. 
2852 
. 
2148 
0.80 
. 
2981 
. 
2119 
0.91 
. 
2910 
. 
2090 
O. ß2 
. 2939 . 
2061 
0 83 
. 
2967 
. 
2033 
0.94 
. 2975 . 2005 
0 85 
. 
3023 
. 1977 0 86 
. 
3051 
. 1949 0.87 3079 
. 1922 0.99 
. 
31dß 
. 1891 0.89 
. 
3133 
. 11(67 
0 90 . 
3159 
. IM41 
1191 . 
3186 
. 1114 
0 92 . 
3212 
. 17Mß 0 93 . 
3239 I 7Q 
091 327.1 
. 
1771 
(A) RI (C) 
PROPORTION PROPORTION 
BETWEEN IN TIC TAIL 
z MEAN AND i BEYOND z 
0.15 
. 
0596 . 
4401 
0.16 
. 
0636 . 4364 
0.17 
. 
0675 . 4323 
0.18 
. 
0114 . 
4286 
0.19 
. 
0753 . 
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Appendix 7.1: Sample of Questionnaire for Predictive Validity Study 
This questionnaire is designed to provide information for research purposes. 
Your answer to the question will be kept confidential. Please answer each 
question as accurately as you can. Thank you for your co-operation. 
1. Matriculation number: 
2. Programme: 
3. Sex: 
M 
4 Please tick to indicate the English classes taken in each semester (if any). 
Semester Core Core Reading and Listening No 
Competence Competence Writing SFC and English 
Lower (CCL) Upper (CCU) Speaking class 
SFC 
a. Semester 3 
(June 1997) 
b. Semester I 
(September 97) 
c. Semester 2 
(January 1998) 
5 Please tick to indicate the number of hours each week where English was used in 
the core or requirement courses taken each semester (excluding English 
Classes). 
Semester Less than 3 to 6 hours 6 to 10 hours I1 to 34 More than 
3 hours a a week a week hours a week 15 hows :r 
week week 
d. Semester 3 
(June 1997) 
C. Semester I 
(September 97) 
f. Semester 2 
(January 1998) 
6. Did you attend any extra language course/tuition while at the matriculation 
centre? 
Yes (if yes, please go to item 7) 
No (if no, please go to item 8) 
7 Please tick how many hours a week spent on the extra language course taken 
outside the matriculation English proficiency classes. 
Less than 2 hours 2 to 4 hours 5 to 5 hours More than 6 hours 
8. Please indicate your frequency of using English since June 1997 for the different 
purposes given below. Please tick the appropriate box. 
Not at Sometimes Frequently Very Much All the 
all time 
a)Speaking with friends 
with family 
members 
to the English 
radio channels 
b)Listening to English songs 
to English news 
on TV 
academic texts 
in English 
c)Reading magazines in 
English 
English 
newspapers 
course 
assignments in 
English 
d)Writing for 
correspondence 
in English 
e)Watch English TV 
programmes 
f) Please specify any other 
purpose(s) and tick the 
frequency. 
9. Please tick on the scale below, the adjective that best describes your current 
proficiency in English in general. How good is your English now in general. 
Poor I Fair I Good Exccllcnt 
10. Please tick on the scale, the adjective that best describes your current proficiency 
in English for each of the different skills below. How good are you now in: 
Poor Fair Good Exccllcint 
a) Spcaking 
b) Listening 
c) Rcading 
d) Writing 
11. Please indicate your agreement or disagreement with the following statements. 
Circle the number corresponding to your opinion about each statement. 
STATEMENTS 1 2 3 4 5 
Strongly Agree Undecided Disagree Strongly 
Agree Disagree 
a) If I have a choice, I 
want to attend my 
academic courses that 
are conducted in my 
first language (Bahasa 
Malaysia). 
b) A good command 
of English is 
important in order to 
do well in the 
academic courses in 
this university. 
c) A good command 
of English is 
important for my 
future career. 
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Appendix 7.3: Sample of 1997 Core EPT 
SECTION 1 
COMPLETION PASSAGES 
(30 MARKS) 
Below arc two passages with words missing. Complete the passages by choosing the correct 
word or words for each blank space from the options A, B, C, or D in the ANSWER 
BOOKLET. Circle your choice for each blank. 
PASSAGE I 
Write your answers on Page 2 of the Answer Booklet. 
Although most of us these (Eg) associate Sri Lanka (1) tea, the country's 
most famous export in ancient days was that fragrant spice, cinnamon. 
The very scientific name, Cinnamomumzeylanicum is derived from the Latin name for Sri 
Lanka, Zeylan, from (2) in turn, came the country's former English name, Ceylon. 
Today, this island off the south coast of India is still the world's (3) producer 
of cinnamon. Some eighty percent of the world's output (4) there and the most (5) 
prized grades of this variable spice also come from that country. 
Cinnamon is essentially an edible spice used (6) the flavour of food. Before 
refrigeration and modern preservation techniques came along, it was, (7) pepper, the 
most popular spice that people in Europe employed for making palatable the saltnl meat Which 
they had to survive on (8) the long, cold, northern winters. 
Cinnamon owes (9) spicy tang (10) the volatile oils it contains. 
On a cinnamon plantation, this oil is (11) distilled in copper stills from low grade hark 
plus leaves. Cinnamon oil can relieve the pain of a toothache, while modern (12) 
uses it in perfumes, soaps, chocolates and liqueurs. 
Today, (13) majority of the world's cinnamon (14) by Mexico, the 
United States, Germany, Holland, Britain and Spain, but all over the world, it still is, as it (15) 
in ancient times, a prized spice. 
(15 marks) 
PASSAGE 2 
Writc your answers on Page 3 of the Answer Booklet. 
CULTIVATING A FULL MAN'S HABIT 
It was Sir Francis Bacon who (1) that reading maketh a full man. While one 
can advance the argument that it takes substantially more to make a man or a woman - it would 
be hard to dispute that reading does make for a better person. Education, that great (2) 
of mankind is hardly possible without the ability, not merely to read, but (3) 
In its broader sense, education is a lifelong process and reading should ideally be a lifelong habit. 
But the ideal rarely exists in life and so it is with reading. In the Malaysian context the 
reality is (4) far from it. It has been reported that on average Malaysians 
allegedly read less than (5) page of a book in a year. (6) if one 
were to take this finding with a generous (7) of salt, it is cause enough for great 
concern. Unfortunately, far less contentious evidence has appeared to suggest that this country's 
otherwise exceptional development and economic growth (8) lagged behind in the 
critical area of mass education. 
The World Education Report 1993 rated Malaysia as having the (9) literacy 
rate among the Asean countries with 78.4 per cent, compared with 81.6 per cent for Indonesia, the 
country next up in rank, and full literacy or 100 per cent for Singapore. 
Not surprisingly, Deputy Education Minister Dr. Leo Michael Toyad has identified the 
country's generally flighty attitude to reading as one of the causes for this poor record. He added 
that the reasons for (10) state of affairs were as varied as they were many. 
I 
Among other factors, parents' apathy in encouraging their children to read, the 
inaccessibility of reading materials, and a general reluctance to spend on books made worse by their 
steadily (11) prices, combine into a genuine lack of interest in reading among the 
general public. In other words, the prognosis is not good (12) effective remedial 
steps (13) 
One obvious solution is to cultivate the reading habit early among the young. But the big 
question is: Are the schools in a position to do so, overburdened and preoccupied as they are with 
preparing the students for the all-important examinations. Indeed, this question needs a hard and 
critical look. At the moment, the great majority of students concentrate almost exclusively (14) 
their textbooks, and leave additional reading, if (15) , to 
fairly light materials such as the popular, fluffy bestsellers. 
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SECTION 2 
ERROR ANALYSIS 
(20 MARKS) 
QUESTION I 
There is ONE grammatical error in EACH of these sentences. Write the error and the 
corrected form on Pagc 4 of the Answer Booklet. 
Example. Developers claim that the price of low cost houses are too low. 
1. He his played as a defender since joining the club on 1991. 
2. In many culture contexts arranged marriages are considered the norm. 
3. If I were you I would be very angry because the way you were treated vas very 
embarrassed. 
4. Students tend to be disappointed if they get low masks than their clusmatcs in their 
examinations. 
S. He is a stubborn fellow who do not consider the feelings of others. 
6. President Izetbegovic, when asked for his comments by reporters, stated that the UN 
Security Council had treated his country shameful yet again. 
7. Many of the institution's inmates exhibit anti-social charactcristics such as : inucufy, anger 
and aggression. 
8. In the Professor's opinion, s set out in his recently published book, Gamal Abdel Nasser 
was simply a best leader modern Egypt has had. 
9. Living with roommates have taught me about the true meaning of tolcrancc. 
10. When asked whether it was more important to be hippy or success in life, numt 
respondents chose 'happy'. 
(10 marL; t) 
QUESTION 2 
The following passage contains TEN grammatical errors (AII the words arc spclt 
correctly). There is one error on each line. Write the error and the corrected 
form on Page 5 of your Answer Booklet. The error on line has been given as 
an example. 
The state of the environment in Kuala Lumpur this dayr is causing concern. 
People just don't care of their rivers any more. Sungai Kerayung, which 
flow through the Old Klang Road area in Kuala Lumpur, 
is evidence of this. The lack of civic-conscious in maintaining 
cleanliness despite repeat calls from the authorities is surprising. 
In spite the government launching of the 'Love Our Rivers' month 
on September 1, there is still those who continue to dump garbage 
and an other wastes into rivers, choking them and disrupting water flow. 
A studies conducted by the Department of Environment (DOE) last year 
showed that 11 percent of the river in the country were polluted. This 
was an increase of 4 percent compared by the previous year. 
Adaptedlrom The New Straits Time. 
(10 marks) 
SECTION 3 
CLOZE 'T'EST 
(30 MTARiCS) 
CLOZE I 
Fill in the blanks in the following passage with the most suitable words. Use the words given 
in the box below. There are more words thin necessary in the box. Each word can be used 
once only. Write your answers on Page 6 of the Answer Sheet. 
usually convenient era typical 
forced excessive cook weary 
anemic laps reason consequence 
exhausted fatigue baled barely 
annoyed brought packaged strength 
diverse relatively proper overactivity 
Fatigue is one of the most common complaints (Eg) to doctors, friends and 
relatives. You'd think in this (1) of labor-saving devices and (2) 
transportation that few people would have (3) to be so 
tired. But probably more people complain of fatigue today than in the days when hay was (4) 
by hand and laundry scrubbed on a washboard. Witness these (5) 
complaints: 
"It doesn't seem to matter how long I sleep. I'm more tired when I wake up than when 
I went to bcd. " 
"Sonic of my friends conic home from work and jog for several miles or swim 
(6) .I 
don't know how thcy do it. I'm complctcly M it the cnd of 
a day at the offlcc'. 
'1 thought I wu (8) because of the holidays, but now that 
they're over, I'm even worse. I can (9) get through the week, and on the 
weekend I don't even have the (10) to get dressed. I wonder if I'm (11) 
or something. " 
1 
'1 don't know what's wrong with me lately, but I've been so collapsed that I haven't made 
a (12) meal for the family in weeks. We've been living on TV dinners and 
(13) mixes. I was finally (14) to do the laundry 
because the kids ran out of underwear. ' 
The causes of modern-day fatigue are (15) and only rarely related to 
(16) physical exertion. The (17) few people who 
do heavy labor all day long almost never complain about being tired, perhaps because they expect 
to be. Today, physicians report, tiredness is more likely a (18) of 
underexertion than of wearing yourself down with (19) . 
In fact, increased physical 
activity is often prescribed as a cure for (20) 
Tb /. ow.; 
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(10 marks) 
CLOZE 2 
Fill in each blank in the following passage with the most appropriate word. Only ONE wond 
may be used for each space. Write your answers on Page 7 of the answer sheet. 
(You are advised to read the passage right through before writing your answers). 
CREATING A CONDUCIVE SCHOOL CLIMATE 
There are two major aspects of what is called the school climate. One is the physical 
climate and the other the psychological (Eg) 
The former consists of the physical nature (1) the school buildings, the design 
of those (2) , the presence or absence of 
big shady (3) 
, the presence or absence of 
decorative plants (4) potted 
flowering plants, the cleanliness of the buildings, (5) and compounds, the 
playing fields, the sporting facilities (6) . 
On the other hand, the latter 
consists of the psychological environment (7) creates happiness among 
students and teachers as (8) as that which creates depression among both. 
(lo) 
(9) school's physical aspects constitute what is generally 
a campus. In this country, the term (11) , somehow comes 
to be associated only with (12) educational institutions when, in fact, a 
campus (13) a campus irrespective of the level of (14) 
it caters for. 
Some school campuses are (15) while some are less so, while still (16) 
are not attractive at all. Some school (17) that are clean may 
still be unattractive, (18) and dull due to inattention to aesthetics, crowding (19) 
buildings, trees and plants that seem (20) be struggling 
to grow, unimaginative control, design (21) utilisation of open space. 
The assumption that (22) . hold is that 2 pleasant and pleasing (23) 
is inviting to students and contributes towards (24) 
satisfaction and job happiness of teachers. 
Conversely, (25) dirty, dull and unattractive campus makes teachers (26) 
students reluctant to get to school early (27) eager to leave it for 
home the (28) the last bell rings. 
So much for (29) physical climate of school. How about the (30) 
climate of a school? 
To me it (31) even more important than the physical climate. (32) 
may not be free to physically leave (33) classroom or the school 
compound, but they (34) the freedom of tuning their minds in (35) 
out of lessons being conducted due to the (36) 
psychological climate. 
Unpleasant and pleasant psychological climates are (37) in many teaching- 
learning situations. A dull teacher (38) a dull psychological climate. Hc spurs 
monotonously, (39) moves slowly and reluctantly, his teaching preparation (40) 
not adequate, he looks at the wall rather than at his students, he dots not smile 
at a11, he does not even occasionally crack jokes to break the monotony. Such a teacher makes 
learning a drudgery. 
On the other hand, a dull class demotivates teachers to teach enthusiastically. 'Teachers 
look at the clock on the classroom wall every now and then, feeling that the time moves rather 
slowly. If the class is good, active and pleasant, it is a pleasure for every teacher to teach it. 
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SECTION 4 
PARAGRAPH WRITING 
(20 MARKS) 
Write a short paragraph of about 100 words on 
the topic blow; 
"MY FAVOURITE TOWN' 
Write your paragraph on page S of the ans,, ý'cr 
booklet. 
Appendix 7.4: Scattergrams for Comparisons between EPT and External Tests 
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Appendix 7.5: Questionnaires to Teachers for Content Validity Study 
The contents of the sub-sets of the EPT reflect their corresponding course contents. 
Please give your opinion based on your current experiences in marking the EPT and 
your familiarity with the corresponding skill focus (SFC) classes. 
Reading 
(EPT vs SFC) 
Writing 
(EPT vs SFC) 
Listening 
(EPT vs SFC) 
Speaking 
(Eli' vT SFC) 
Strongly Agree 
Agree 
Undecided 
Disagree 
Strongly disagree 
